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ABSTRACT
An Exploratory Study of the Powers-Deevy Model for Training
Paraprofessional Psychological Counselors
May 1979
Paul Powers
B.S., University of Massachusetts
M. Ed.
,
University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Prof. Norma Jean Anderson
The aim of this study was to conduct an evaluation of a
newly developed training model known as the Powers-Deevy Model.
An examination of the literature in the field of counselor
education reveals a trend away from traditional approaches that
place emphasis on purely cognitive learnings and towards programs
that are essentially experiential. These experiential programs
stress the importance of learning by doing. Current research
findings into the effectiveness of counselor education programs
suggest the need for this move towards experiential training.
In this dissertation two distinctly different types of
experiential programs were reviewed. It was noted that most
of these experiential programs involve the systematic teaching
of specific helping skills. These programs focus on teaching
the students the response mode of experts. This external learning
vi
procedure results in behavior that is somewhat artificial.
There is a danger that the external behavior is not internalized
and is therefore contrived. The major focus of these methodolo-
gies is on techniques rather than on the person engaged in training.
It was noted in this dissertation that there are a number of
educators who advocate focusing on the personal qualities and
competencies of the counselor-in-training rather than on some
technology. These educators advocate what could be described
as the humanistic approach. There is a focus on the natural help-
ing skills of the student. The goal is to help each student develop
his/her own idiosyncratic style of helping. Counselor growth is
viewed as an organic process. The Powers-Deevy training model is
based on the same basic tenets as those advocated by humanistically-
oriented educators.
The model involves one full day of training in basic helping
skills. It calls for the integration of didactic and experiential
learning. The core of the model involves a series of exercises
designed to help the student to discover his/her 'native' style
of helping and then to integrate this style with what has been
determined useful of the techniques and strategies of others.
The Powers-Deevy model is based on the assumption that each counselor
trainee brings to training certain qualities and competencies for
relating that are based on his/her experiences and that these must
be acknowledged and valued. The model was specifically designed for
the training of paraprofessionals and is a modified version of
vii
Autobiographically Based Counselor Development which was developed
by a professional colleague.
The Powers-Deevy training model was implemented in the Common-
wealth of Massachusetts during the Spring of 1978. Fourteen para-
professional mental health workers participated in a workshop entitled
' Basic Helping Skills'
.
This study was primarily devoted to the development of a counselor
training program for paraprofessional counselors. The study also
included a preliminary investigation of the newly developed curriculum.
The goal was to get some sense of how the training program was experi-
enced by trainees. It was hoped that the data collected could be used
to make appropriate modifications on the model. A questionnaire was
designed to evaluate the extent to which training objectives were
accomplished. Trainees were invited to describe the learning experi-
ence in their own words. Finally, the author recorded his observations
on each of the eight training units.
The results of this study do not render a measure of proof in
terms of training outcome. However, the data collected do give
us a picture of how this training model was experienced by mental
health paraprofessionals. Training objectives were accomplished.
Trainees responded enthusiastically to the basic tenets of the model.
They emerged from training feeling validated and with increased self-
confidence in their helping skills. It was clear that they appreci-
ated the focus on their 'native' helping skills. The data collected
provided the basis for making some modifications on the design.
vi i i
This study represented an attempt to translate humanistic
ideals into a training program that has clear-cut procedures and
specific objectives. It is the view of the author that systematiz-
ed skills training models have the potential for de-humanizing
the student. The Powers-Deevy model represents the humanistic
alternative to these mechanistic approaches. The model meets
the current need for accountability in all facets of human services
by specifying procedures and objectives. There is an increasing
need for programs that will help paraprofessionals become more
effective helpers. It is the hope of the author that this disser-
tation has made a contribution towards this end.
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CHAPTER I
INTRODUCTION
The purpose of this study is to evaluate the Powers-Deevy
training model. This mode of counselor education was designed
to facilitate the growth and development of paraprofessional
counselors. In this chapter the author will briefly describe
how it evolved. He will then discuss the limitations of this
study. This chapter will be divided into the following sections:
(1) introduction of the Powers-Deevy Training Model, (2) evolution
of the training model, (3) overview of this study, and (4) limita-
tions of this study.
Introducing the Powers-Deevy Training Model
The Powers-Deevy training model involves a one-day training
program for lay and paraprofessional counselors. It combines
didactic and experiential learning. The core of the design
consists of a series of exercises designed to help the trainee
develop a greater appreciation for his/her idiosyncratic style
of helping. This self-exploration provides the starting point
for the trainee to make appropriate and necessary changes. The
focus is on the trainee as an individual and the approach is
idiographic. The native helping skills are recognized and valued.
In order to add depth and clarity to the trainees helping style
he/she is exposed to the techniques and strategies of others.
1
2Thfe didactic component of the model is designed to help the train-
ee increase his/her repetoire of helping behaviors. The
goal of training is a well-integrated counselor who under-
stands how he/she intervenes with clients and the meanings
of these interventions. The model is designed around the
assumption that the trainee can make no meaningful change
unless he/she understands the strengths and weaknesses of
his/her native helping style. The behaviors that constitute
this native helping style are deep-rooted and are largely
the result of a complex series of biological, environmental
and cultural influences.
The Powers-Deevy training model is essentially a
developmental design. We see the first stage as a self-
exploration stage. The trainee "discovers" his/her idiosyn-
cratic style of helping. The next stage involves the inte-
gration of the world of immediate experience with the world
of scientific approaches to counseling. The third stage
focuses on the personal and professional growth of the
trainee-counselor. These three developmental stages are not
spelled out in the model but they do provide the rationale
for the exercises and presentations included in the design.
Evolution of the Powers-Deevy Training Model
No training model is purely the product of abstract
reason-
ing. This is also true of the Powers-Deevy model.
It has origins
3in the professional and personal experiences of its author.
It is also based on the work of a number of humanistic
counselor educators whose works will be reviewed in
Chapter II of this dissertation. The model is based in
particular on the work of Deevy (1978) whose ABCD model
could be described as a 'parent' to the model the author
has developed. Deevy' s model involves four full days of
training. Implementation of the Powers-Deevy model involves
a one-day training program.
In Chapter IV of this dissertation the development of
the training model will be described in greater detail.
Overview of This Study
This study developed in a somewhat organic manner.
In a major position paper (1978) the author explored some
of the personal and professional factors contributing to
his own development as a counselor. This endeavor led
him to conclude that much of his therapeutic work was
based on learnings outside the formal classroom. This
author began to think in terms of a training model that
would somehow build on these non-classroom learnings. His
involvement in the Deevy study tended to confirm his formu-
lations about the nature of counselor growth and development.
4The author's next step was to review the literature on
existing models designed to train counselors. Since his
assumptions about the nature of counselor growth had par-
ticular implications for the training of lay counselors, he
decided to focus the review on those educators who had
developed models that could be used for training lay
counselors. Chapter II of this dissertation contains his
review of the literature.
Having reviewed the literature the next step was to
develop a rationale for a training program that recognized
the influence of past experiences on the ideology of the
helper. This exploration of the autobiographical nature
of counselor growth and development is contained in Chapter
III of this dissertation.
The next step was to design a model that would incorpor-
ate these basic formulations on the nature of counselor
growth and development. The model designed is described in
Chapter IV of this dissertation.
The Powers-Deevy model was implemented for a group of
paraprofessional counselors during the summer of 1978. In
Chapter V, the author will describe the instruments developed
to evaluate the model. The demonstration training program
will be described and the feedback provided by participants
will be summarized in Chapter VI. The results and possible
implications will be discussed in the final chapter.
5Limitations of This Study
This study was designed as a first step evaluation of
a newly developed training curriculum. No attempt was made
to compare the effectiveness of this model with some other
model. A major goal was to generate data that could be
used to improve the model. Hopefully, at a later stage
the model will undergo an empirical study of effectiveness.
CHAPTER II
REVIEW OF THE LITERATURE
In this chapter the literature relevant to this study
will be reviewed. The author will begin by commenting on the
effectiveness of programs designed to train paraprofessional
counselors. Some of the training models developed for the
systematic training of counselors will be discussed. This
will lead to a discussion of humanistic models designed to
train counselors. Therefore, this chapter will be divided
into the following segments: 1) effectiveness of programs
designed to train lay counselors; 2) systematic modes of
counselor training; 3) humanistic modes of counselor educa-
tion, and 4) discussion.
Effectiveness of Programs Designed to Train Lay Counselors
In order to put this review in perspective, it should be
stated that there are many unanswered questions within the pro-
fession regarding the effectiveness of programs designed to train
counselors and psychotherapists. This researcher was astounded by
reports that about sixty percent of the people who receive counsel-
ing improve and about sixty percent of the people that don't receive
counseling improve. This researcher read and re-read the studies
done by Eysenck (1952), Levitt (1957), and Bergin (1963). Eysenck
stated that he had found "an inverse correlation between recovery
6
7and psychotherapy". Levitt and Bergin replicated Eysenck's
findings. Berenson and Carkhuff (1967) state that they
found no professional training programs that show their
utility in terms of constructive behavioral change in
clients. Not only has it been shown that for over forty
years counseling and psychotherapy have had an average
effect (Bergin 1971), but programs have shown themselves
still bound to tradition and slow to change in format
(Livers 1974). After reading the interviews conducted by
Bergin and Strupp (1972), this researcher agreed with their
conclusion thatthe issue of effectiveness would only be re-
solved by large scale studies that were well-funded and
involved collaborative efforts.
There is no need for this author to document those studies
showing the trend away from traditional formal academic programs
with their emphasis on cognitive learnings towards more experi-
ential modes of training. This task has been accomplished by
many other researchers. The two major schools of counselor
training discussed in this chapter are experiential in
nature. This trend towards experiential training is particularly
noticeable in the area of paraprofessional training. There is
a growing body of research suggesting that these programs can
be very successful. It is interesting to note that one area
where researchers have vigorously and rigorously sought to assess
the translation of their training efforts in terms of client
8benefits is in the area of lay counselor training. Many of
these programs have been built around the central core of
facilitative conditions of empathy, positive regard, and
congruence (Carkhuff and Truax 1965; Truax and Carkhuff
1964) and all of which have striven primarily to enable
trainees to become their most facilitative selves. Here
the evidence is extensive that lay trainees demonstrate counsel-
ing outcomes at least as constructive as their training sup-
ervisors or professional practioners in general. A report by
Rusk (1972) indicates the increased use of paraprofessional s in
mental health positions that were previously occupied by highly
trained professionals. Golan and Magoon (1966) concluded from
an experiement with paraprofessional s functioning as school
counselors, that psychotherapeutic services can be provided in
a school setting by carefully selected and trained individuals
who do not need professional degrees. There are increased indi-
cations that non-professional drug counselors are as effective
or more effective than professionally trained psychologists
(Munns, Geis, Bullington 1972).
The foremost among those working to develop training pro-
grams for lay or paraprofessional counselors are those educators
who have developed systematic approaches to counselor education.
In the following section the works of these educators will be
reviewed.
9Systematic Modes of Counselor Training
Systematic skills training program have been developed by
Carkhuff (1969, 1971, 1972, 1973), Brammer (1973), Ivey (1971,
1972), Kagan (1971, 1973), Egan (1975, and the team of Hackney
and Nye (1973). In this review more extensive treatment will be
given to the works of Carkhuff and Ivey because of thei r influence
in the area of counselor training.
The team of Carkhuff and Truax have made extensive contribu-
tions to the field of counselor education. After analysis of a
vast amount of research they concluded that there are three primary
factors or therapeutic conditions which, regardless of the theoreti-
cal orientation of the therapist, are found to contribute signifi-
cantly more to client benefits and gains than any other variables.
These conditions are empathic understanding, unconditional positive
regard, and genuineness. These conditions were first postulated by
Carl Rogers.
In general, the methodology in question can be understood as
an approach to training in counseling and psychotherapy which inte-
grates the didactic intellectual approach, which emphasizes the
shaping of therapist behavior with the experiential approach, which
focuses upon therapist development and emotional growth (Carkhuff
and Truax 1965: 333-336). The reader is referred to Mattarazzo
(1971: 901) for a description of the sequential units of training.
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Truaxand Carkhuff (1967) endeavored to devise a counselor
education program based on "an integration of the didactic and
experiential approaches to training". Rating scales are used
to didactically train students in the perception and communica-
tion of empathy, regard, and congruence. And "quasi-group
therapy" experiences are provided:
to give trainees experiential meaning for the
role of the therapist by their own participa-
tion as clients and to provide an opportu-
nity for self-exploration of their own goals,
values and experiences in relation to their
emerging role as a counselor (p.273).
The research indicates that to a major degree the facilita-
tive or retarding effects of human interactions can be accounted
for by a core of dimensions which are supposedly part of all
human interactions processes. As already indicated, these core
dimensions are synonymous with the "necessary and sufficient"
conditions detailed by Rogers. The facilitative conditions have
been operationally defined and integrated into five-point rating
scales in order to assess the therapeutic communication of student-
counselors (Truax and Carkhuff 1967; Carkhuff and Berenson 1967;
Carkhuff 1969).
The goal of this training approach is to develop individuals
who can communicate the core dimensions at maximal levels. The
level of communication is determined by scores on the rating scale.
In passing, this author would like to comment that he used this
scale in helping a colleague determine the effectiveness of his train-
ing program. He found the scale to be vague and confusing.
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It is felt that the student counselor can only rise to the
facilitative level of the trainer (Carkhuff 1969). The success
of the training program is dependent on the behavior of the
instructor and on the atmosphere that is subsequently established
as a result of this behavior.
The trainer must be whole or in the process
of becoming whole, for his limitations place
limitations on the growth and development of
the trainee and his fullness makes fullness
possible in the trainee (Carkhuff and Berenson
1964: 205).
There has been an abundance of research conducted by Carkhuff
and his colleagues to evaluate the worth of the didactic experiential
method. In general, the results of the studies indicate that diverse
groups of individuals trained in this intensive program do develop
counseling relationships characteri zed by levels of the facilitative
conditions that approximate or exceed those of professional counselors
and psychotherapists (Truax and Carkhuff 1967; Carkhuff and Berenson
1967; Carkhuff 1969).
In an examination of this evidence Gormally and Hill (1974: 539)
cite numerous research studies that conjointly question the validity
of the 'massive, complex and diffuse body of literature' accumulated
by Carkhuff and his associates.
The second systematic skills training approach that the author
would like to describe is Allen Ivey's 'microcounseling'. This
methodology represents an attempt to identify and teach discernable
counselor actions by breaking down what had "previously been
considered
12
very complex behavior into an increasing number of discrete
identifiable behaviors" (Ivey 1971: 34). The system is viewed
primarily as an effective training model with beginning counsel-
ors, but is recommended as a therapeutic tool for helping clients
acquire more effective interpersonal skills.
The concept of microcounseling originated at Colorado State
University in 1966 when a group of researchers (Ivey, Normington,
Miller, Morrill and Haase 1968) attempted to identify specific
behaviors of the counseling process. The reason for isolating
facilitative behaviors is the belief that if the trainee can
learn one skill of helping and learn it well, this would be a
more effective procedure than traditional methods which supposedly
teach therapeutic skills in a mystical fashion (Ivey 1973).
The technique is named 'microcounseling'
because in any given training session,
the trainee is only taught one particular
skill and is asked to practice that behavior
as many times as possible in a short five to
ten minute practice interview situation.
Moreland, Ivey and Phillips 1973: 2.
The reader is referred to Ivey (1974: 173) for detailed
descriptions of the steps composing the standard microcounseling
paradigm. Twelve specific skills are singled out for major
attention in microcounseling. Counseling is divided into (a)
skills of the beginning counselor (attending behavior, open-
ended questions, minimal encouragement; (b) listening skills
(reflection of feeling, paraphrasing, summarizing), (c) sharing
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skills (expression of feeling, interpretation of test scores,
direct mutual communication); and (d) interpretation skills.
Of these, the most fundamental to Ivey and his colleagues is
what they call "attending behavior". It was the first skill
to be identified by the Ivey research team and it is regarded
as the underlying construct of their design (Ivey 1971; 35).
They observed that people talk about what is attended to and
that the communication of attentiveness is a potent reinforcer
in human relationships.
Ivey believes in the importance of the "necessary conditions"
of empathy, respect, warmth and genuineness. He does not believe
however, that these conditions can be taught because they are
not directly observable behaviors. Rather he believes in the
teaching of behaviorally defined skills that will help develop
empathy and warmth. Ivey suggests that a counselor who is attend-
ing to a client is most likely being warm and empathetic.
Microcounseling techniques have been researched extensively
to determine the value of this systematic approach to teaching
counseling and psychotherapeutic skills to counselors and a vari-
ety of other populations. The research to date indicates that the
method does produce almost immediate changes in trainee behavior,
although changes will not last unless the skills are continually
practiced. In the initial study (Ivey, Normington, Miller, Morrill
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and Haase 1968) students who had received five hours of training
in attentiveness, accurate reflection and summarization of feeling
showed significant increases in these skills according to client
ratings and the ratings of two judges. Similar results were
attained with clinical psychologists (Phillips, Moreland and
Ivey 1971) and medical students (Moreland 1971).
The degree of difficulty in mastering these skills is
apparently minimal for they have also been successfully taught
to paraprofessional counselors (Gluckstern 1973), and junior high
school students (Aldridge 1971). Counseling and communication
skills have also been successfully taught to psychiatric patients
in an effort to "demystify" the counseling process (Ivey 1973).
Before concluding this section on systematic skills training
approaches to counselor training, this researcher would like to
briefly refer to a few other models that fall into this category.
Brammer (1973) presents an integrated, eclectic development model
similar to Carkhuff's. Brammer expands the three general helping
stages into eight specific ones. He is generous in his delineation
of helping skills to promote "understanding of self and others".
While this prol iteration of stages and skills may be bewildering
to the novice, the detail and specificity are very stimulating to
the experienced helper. Hackney and Nye (1973) have developed a
helping model that they term a discrimination model. This model
is goal -centered and action-oriented and it stresses skills train
15
ing. The authors identify the major elements of the three-stage
developmental model although they do not put them together as
systematically as Carkhuff.
Kagan (1971, 1973) and his associates have developed a
microskills approach to counselor training. Their approach is
highly systematic and focuses on a technique called "inter-
personal process recall" ( I PR ) , an inquiry session in which
both helper and helpee explore the experience they had together
in a practice session. A third party serves as mediator of this
session. Kagan emphasizes skills training technology but does
not systematically outline an overall helping model into which
the skills fit.
The educators who have developed the models described in
this section have made a most important contribution to the
field of counselor education in that they have focused on the
need for the counselor-in-training to learn how to d£ certain
things. They represent a trend away from programs that primarily
consist of cognitive learnings.
The author's reservations about systematic skills training
methodologies are two-fold. First he does not believe that this
acquisition of a set of skills adds up to the making of a counselor.
These skills may contribute to the art of counseling but they do
not necessarily produce the artist. To understand another
human
16
being is not a simple process and it never will be. Counsel-
ing cannot be reduced to a series of techniques that can be
acquired in much the same way as the carpenter develops his
ski 1 1 s.
The author's second reservation about these methodologies
has to do with his ideas about the nature of counselor growth
and development. The trainee does not come to the training
program as a tabula rasa : he has a host of helping skills
already developed. To begin by teaching "the basics" somehow
negates all that the student has already learned. Clearly,
the learning of helping skills is not confined to counselor
training programs. We all know people who are very understand-
ing, genuine and who show deep respect for fellow humans, but
who have never had any counselor training. Everyday experience
suggests that many humans are extremely good at "attending" to
others without the benefit of microtraining. Systematic skills
training models tend to suggest that students typically lack
these qual i ties
.
Humanistic Approaches to Counselor Training
A number of educators have developed training programs that
are experiential and place heavy emphasis on the natural skills
of the helper. These programs are generally described as being
humanistic. Like the systematic skills training school, the
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emphasis is on helping the student learn how to respond to the
counseling situation. These educators also represent the trend
away from counselor education programs that focus on the cognitive
learnings derived from books and lectures. Unlike systematic
skills training models, the learning of specific skills or tech-
niques is de-emphasized. The focus of training is on the native
helping skills that the individual brings to the training program.
The father of humanistic counselor training is Carl Rogers.
In his many books and articles over the years, Rogers has described
his own evolution as a counselor/educator. Rogers' first published
commentary on counselor education appeared in his text Counseling
and Psychotherapy in 1942. From his thirteen years of experience
as a therapist he derived "a series of hypothesis to be tested,
explored and revised". In 1942, he emphasized the importance of
the counselor's personal characteristics , which he considered to
be largely derived from autobiographical experience, but he pro-
posed a rather didactic program consisting of course work, criti-
cism and evaluation.
In 1951, Rogers published a more complete account of his
thinking on counselor education in Client-Centered Therapy . In
this book Rogers went on to describe and critique four training
programs. It is beyond the scope of this review to describe each
of these four programs. Suffice it to say that they do reveal a
progressive move towards an approach that is experiential and
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student-centered. From 1940-1944, he focused on the students
own experiences of counseling but used approval and disapproval
as a teaching method. He considered this a "damaging" approach.
In 1946, he came closer to a "learner-centered" program but the
staff tried to put across a client oriented view rather than
recognizing the students' own view. In 1950, he was able to
offer a program and a way of teaching which focused on the learn-
ing experiences of students.
Rogers asserts that experiential learning is essential in
the training of an individual to engage effectively in therapy.
He considers this learning to be derived directly from experience.
Another proponent of the humanistic experiential approach to
counselor education is Wideman (1970). In painstaking fashion he
reviewed the natural history of counselor education. From his
extensive review of the literature he formulated a series of pro-
posals on counselor growth and development. Like Rogers, he
advocates a student-centered approach. He recognizes the skills
and competencies that the student brings to training. He recommends
case-method discussion as a means of helping the student cultivate
helping skills. He sees counselor growth as largely an experiential
process
.
Both Rogers and Wideman have given us a series of formulations
on the nature of counselor growth and development. Both advocate
experiential learning as a means towards cultivating helping skills.
19
Recently Deevy (1978) has attempted to translate humanistic
ideas on the nature of counselor growth and development into
a methodolgical program for training paraprofessional and
lay 1 counselors. As indicated in the introductory chapter,
the Powers-Deevy training model has roots in the works of the
educators referred to in this section.
Discussion
In this chapter the author has reviewed a variety of counselor
training modalities. The focus has been on programs that can be
used to train lay and paraprofessional counselors. A wide variety
of training programs have been designed to help people to develop
the interpersonal skills needed for responding to others. These
modalities would be considered personal growth training rather
than counselor training. Guerney's (1977) Relationship Enchancement
would fall in this personal-growth category. Re-evaluation co-coun-
seling and parent effectiveness training would also fall into this
category. While these programs do in a real sense help paraprofes-
sional and lay people develop counseling skills, a discussion of
these modalities is beyond the scope of this study.
It will be clear to the reader of this review that there are
two divergent trends in the move towards experiential counselor
education. The systematic skills training approach is essentially
a behaviorial approach. The humanistic approach is student-centered
and places heavy emphasis on helping the student develop his/her natural
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helping skills. The training model presented in this dissertation
is humanistic. The basic tenets underlying it are similar to those
postulated by Rogers and Wideman. In the sense that the Powers-
Deevy Model has specific training objectives, it is more structured
than most traditional humanistic models.
To sum up, there is a trend in the field of counselor education
towards programs that are largely experiential . This is particularly
true in the area of training paraprofessional or lay counselors. A
number of the experiential models involve a highly systematic approach
to the teaching of specific skills. The other experiential approaches
are student-centered and place heavy emphasis on helping the student
cultivate his/her natural helping skil 1 s . The goal of these humanistic
approaches is to help each individual develop his/her own idiosyncratic
style of helping. The Powers-Deevy model falls into this 'humanistic'
category.
The search of the literature in the area of counselor training
helped this author develop his basic formulations about the nature
of counselor growth and development. The next step in this study
was to explore the factors contributing to counselor growth and
development. These factors will be discussed in the next chapter
of this dissertation.
CHAPTER III
FACTORS CONTRIBUTING TO COUNSELOR
GROWTH AND DEVELOPMENT
The primary postulate underlying this study may be stated
as follows: experience informs the values and beliefs of the
counselor psychologist. In using the word experience the author
has in mind Webster's definition: 'knowledge, skill or practice
derived from direct observation of or participation in events.'
The purpose of this chapter will be to establish some kind of
rational justification for counselor education programs that
focus on the experience of the student. The author will begin
by discussing the process of learning from the perspective of
the anthroplogist. Then he will apply these findings to the
lives of a few well known psychologists. This will lead to a
discussion of the influence of autobiographical experience on
the counseling theory and style of the author. In conclusion,
the author will draw some conclusions relative to the training of
counselors/psychologists. Therefore, this chapter will be divided
into four principal segments: (1) an outline of the process of
learning; (2) the influence of environment and culture on the formu-
lations of psychologists; (3) the relationship of autobiographical
experience to personal theory of couseling; and (4) summary and
conclusions. Again, the aim will be to extablish a logical basis
for the Powers-Deevy Training Model.
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An Outline of the Process of Learning
Many counselors and psychologists are trained in formal
programs that propose to give the counselor/psychologist the
knowledge needed for the effective practice of psychotherapy.
These programs tend to produce people of limited perspective.
In a recent interview Dean Allen, director of the Mental Health
Center at the University of Massachusetts, referred to the
limitations of traditional training when he responded to a
question regarding the adequacy of his own training as a
psychologist:
Of course (my education) wasn't sufficient, there
were all kinds of things I wish I'd learned and still
am trying to learn. I'm taking a course in American
History and I think it's interesting that Freud, when
asked what the proper training was for a psychoanalyst,
said. History. What he meant by history was anthropology
and sociology, the study of human beings within society
rather than a simple, technical description of the brain,
as in medicine or zoology.
His notion was, and I think a lot of people missed this,
that the real point of psychotherapy is interhuman re-
lationships that don't have anything to do with medicine.
So far as being a therapist is concerned, I think that
a liberal arts background is a very good one.
One of my friends, who wanted to be a counselor, wrote
to the Harvard Mental Health Service to ask what he
should read. The answer was Dostoevsky. That's
probably a Harvardism, but not altogether factuous.
The point is that therapy is not based on gimmicks or
tricks or techniques, but in the substance and content
of people's lives. Fresh Ink, Nov. 3, 1977, Vol . 1.
No. 3.
In this section the author will, in general terms, discuss
the process of learning from the perspective of the anthropologist.
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This perspective provides a broad view of how people learn. It
will become clear that one's basic assumptions and convictions
about man and how he can be helped to learn and grow are derived
from learning outside the classroom. Clearly the question of
how we train therapists is related to the question of how people
learn.
Compared to other animals, the major adaptive strategy of
Homo sapiens has been the continued development of behavioral
flexibility and learning from experience. The behavior that
we humans engage in to survive and to cope with our environment
is not programmed into us as fixed action sequences, even though
all features of human behavior depend on genetically transmitted
biological foundations. In older terminology, the human species
exhibits very little "instinctive" behavior. Instead, each
human comes into this world with a complex brain for recording
experience. The abil ity to learn from experience is not unique
to humans of course, for all animals have that capability. The
difference between us humans and other animals is in the much
greater repertoire of behavior that can be learned and, secondly,
in the extent to which successful adaptation depends on the trans-
mission from generation to generation of large amounts of previously
learned knowledge.
The crucially important process of learning--of accumulating
new knowledge and hence new adaptive behavior--has been studied
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in great detail by psychologists. It is not necessary to go
into the intricacies of the general mechanisms involved in
learning except to note some fundamental elements that appear
to be general among all sorts of sentient creatures.
If a particular behavior has results that lead the animal
to repeat this behavior, we can say it was "positively reinforced".
If, on the contrary, the environmental "response" to the animal's
behavior tends to lessen the likelihood of a repetition of the
behavior, we can say it was "negatively reinforced". Learning
is always a transaction between an animal and its environment.
In some sense the environment is always there prior to the
animal's action, but the most significant triggering mechanism
for learning is the behavior of the animal itself.
This fundamental idea--of learning by doing-- is often lost
sight of in the classroom. Very little of this kind of learning
takes place in traditional programs designed to train therapists.
A basic point worth remembering is that each individual accumulates
information coming in through all the senses . Because of formal
school systems in our modern society, we often equate learning
with the materials acquired from books and lectures. This kind
of myopic view of learning still determines the shape of programs
designed to train therapists. It is my opinion that counselor
education should pay more attention to the ways that students
learn about people outside the formal educational setting.^ Need-
less to say, much of this non-classroom learning is mediated
in
non-verbal ways.
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A great amount of learning in every human group takes place
through observation and imitation. This kind of learning is not
basically different from the learning through experience discussed
above.
Humans learn through a process called probability inference.
During the course of a lifetime, or even in just making it
through an ordinary day, a human being must make a fantastically
large number of decisions. Because most of our behavior is not
genetically programmed, we must decide from moment to moment what
we are going to do next. The decisions for action are made largely
on the basis of our prior information about the environment and
about the probable consequences of any particular act. Charles
Erasmus, in his book Man Takes Control , has discussed the decision-
making process as follows:
Cognition as a causal factor in cultural behavior takes
the form of probability prediction--frequency interpre-
tations derived from inductive inference. Experience
or observation is the raw material from which frequency
interpretations are inductively derived Human
knowledge, on which cognition builds, is made. up of
predictions which are simply tentative probability
statements--never final truths. (Erasmus 1961: 22)
He goes on to point out that frequency interpretations are not
an exclusively human phenonmenon. The probability inferences that
Erasmus speaks about are all accumulated by each individual during
the course of day-to-day living, and we are all aware of the
fact
that individual probability inferences are often wrong. It
would
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seem important for the counselor educator to keep in mind that
much of this kind of learning takes place outside of formal
training programs--and much of it is the result of learning
from mistakes.
Before concluding this discussion the author will make a
few comments on scientific method as a basic process of learning
that is as old as mankind. Marshall Walker expresses this view
in the following statement:
The scientific method is merely a formalization of learn-
ing by experience. Anything that learns by experience is
using the scientific method in a primitive form. . . . The
scientific method is a survival technique that developed
during the biological evolution of living things. Any
organism or device that includes a suitably connected memory
unit can 'learn from experience', and this learning by ex-
perience contains the basic elements of the scientific method.
(Walker 1963: 15)
One of the unfortunate consequences of our modern institution-
alization of the scientific method is that we have lost the concept
of each person as "scientist". The therapist who is testing his/her
predictions about the client is being scientific. On the other
hand, the therapist who carte blanche accepts some theory of
counseling, however logical and brill anti y executed, and uses this
theory without testing against empirical data is not being very
scientific.
Anthropologists have directed our attention to the influence
of culture on human behavior. We now know that a considerable
portion of the adaptive tactics and strategy of Homo sapi ens is
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made up of learned and culturally transmitted patterns. A
discussion of the interrelationships of culturally learned
adaptive patterns and biological characteristics developed
in the course of thousands of years of evolution--the old
"hereditory versus learned" debate--is beyond the scope of
this discussion.
Anthropologists Gretal Pel to and Perrti Pel to define
culture as follows:
The systematic patterns of explicit and implicit
concepts (ideas) for behavior and for behavior
settings (environments) learned and used by indi-
viduals and groups in adapting to their environ-
ments. (Pelto and Pelto 1976: 158)
This definition focuses on the primary function of culture
as a system of adaptive ideas used by people to cope with their
environments. Different cultures are not simply collections of
quaint customs, superstitions and other oddments somehow accumu-
lated as "traditions", for they represent the distillation of
generations of human adaptive learning experiences. Many cultural
practices that seem strange to us have practical significance in
their special environmental circumstances. Anthropologists gener-
ally apply the concept of culture to groups. Implied is a general
homogeneity of behavior within social groups. Because our own
personal experiences and common sense tells us daily that human
behavior is extremely varied, even within relatively small homo-
geneous groups, the ethnographic portraits of the cultural behavior
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of non-Western peoples often give a rather unreal and distorted
view- -making them all sound like slaves and robots entrapped
in their cultural traditions. Since each individual human has
a unique set of biological characteristics and capabilities as
well as a unique history of interactions with his or her own
special niche in the world, it is useful and reasonable to speak
of each individual's personal culture.
It is appropriate to stress the learned knowledge of the
individual rather than the traditions of the group because this
author believes that the concept of a personal culture has signi-
ficant implications for the ways we train therapists. For the
most part, personality and counseling theories represent a series
of abstractions about Western middle class man. It is clear that
many of these theories are of questionable utility when applied
to culturally different groups within our society. What is not
so clear is the fact that these theories have some very real
limitations when applied to individuals of any cultural group.
The concept of personal culture suggests the appropriateness of
an idiographic approach to counseling and counselor education.
Awareness of personal culture can help the counselor educator
resist the temptation to impose some theory on a group of students
--no matter how homogenized the group may appear to be. Each
student has a unique set of ideas about the nature of man and
human relationships as a result of a multiplicity of experiences
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dating back to childhood. Perhaps it would be more accurate to
say that this set of ideas is the net result of thousands of
years of complex influences.
In summing up. Homo sapiens learn from a variety of biologi-
cal, environmental and cultural influences. In outlining the
ways that humans learn it is clearly implied that a diversity
of factors are involved in the development of the ideology and
style of the therapist. The author recognizes that there are
some areas, for example the study of calculus, where most of the
students' learning is derived from books and lectures. The
author thinks that in the area of counseling and psychotherapy
this is not likely to happen.
In the next section the author will look at the lives and
works of a few well-known psychologists in the annals of psycho-
therapy and suggest how cultural and environmental factors influ-
enced their formulations and actions.
The Influence of Environment and Culture
on the Formulations of Psychologists
In this section the author will use the word 'autobiographical'
to describe the combined cultural, environmental and biological in-
fluences described in the last section. This author will explore
how autobiographical experiences influenced the thinking and acting
of a number of distinguished psychologists.
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A number of authors have attempted to relate Sigmund
Freud's work to the facts of his personal life. A few, in
rather polemical terms, have dismissed his theories as simply
projections of his biases and 'hangups' (Morris 1974;
Salter 1952). A more balanced view can be found in Eric Fromm's
(1959) Sigmund Freuds Mission . Fromm points out how Freud's
private life and historical setting influenced his views.
For example, in explaining Freud's much discussed views
about women he writes:
Freud's views on the subject of the emancipation of
women are certainly not different from the views held
by the average man in Europe in the eighties. . . This
attitude certainly shows how strong and compelling
Freud's need was to put women in an inferior place.
That his theoretical views mirrored this attitude is
obvious . To look at women as castrated men, with no
genuine sexuality of their own, always jealous of men,
with a weakly developed Super-Ego, vain and unreliable,
all this is an only slightly rationized version of the
patriarchal prejudices of the times, (p. 23).
Fromm goes on to suggest that Freud's concept of an Oedipus
complex is directly related to the ambivalent attitude he had
towards his father.
As early as 1933, C.G. Jung attempted to place Freud's formu-
lations within the cultural context in which they were written.
In describing Freud as a rebel who was reacting against Victorian
values he had this to say:
Freud if viewed in this retrospective way, this is,
as an exponent of the resentment of the incoming
century against the nineteenth, with its illusions.
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its hypocricy, its half-ignorance, its false, over-
wrought feelings, its shallow morality, its artifi-
cial, sapless rel igiousity
,
and its lamentable taste,
he can be viewed in my opinion much more correctly
than when the attempt is made to work him out of the
herald of new ways and new truths. He is a great
destroyer who breaks the chains of the past.
. . . The "sexual theory", to be correctly under-
stood, should be taken as a negative critique of our
contemporary psychology. (Mann 1956)
The fact that much of what Freud wrote is culture bound does
not detract from the essential value of his speculations about
how man functions. Freud himself acknowledged the influence of
his personal life on his theories. He stated that the data for
Interpretation of Dreams (1900) was derived from his own life.
It seems that he recognized the powerful influence of autobio-
graphical experiences on the work of the therapist when he
insisted that future psychoanalysts undergo a personal analysis.
The. influence of autobiographical experiences is clearly
evident in the work of Carl Jung. Memories, Dreams, Reflections
is a description of how his inner experience influenced his think-
ing. In the introduction of this autobiographical book he states:
My life has been in a sense the quintessence of what
I have written, not the other way around. The way
I am and the way I write are a unity. All of my
ideas and all of my endeavors are myself, (p. XII)
Jung describes how many of his ideas came from dreams and visions.
In postulating the concept of a "collective conscious" he was formu-
lating his personal conviction that many of his ideas were derived
from his forebears. While Jung stresses the influence of inner
experience" on his thinking, there can be no doubt about the fact
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that external environmental and cultural factors also influ-
enced him. The student of his work will recognize the life-long
influence of his upbringing in a Lutheran parsonage. Jung
recognized what this author has called personal culture and
suggested that the therapist not impose a ready-made theory
in attempting to understand the individual client.
The influence of autobiographical experiences is clearly
evident in the writings of existential psychotherapists. Rollo
May (1958) suggests that the ideas of Keirkegaard and Neitzche
were derived out of their own struggle to find meaning in life.
Victor Frankl (1963) in Man's Search for Meaning gives us a
chilling account of his experience in the concentration camps
and his efforts to keep alive the hope of people who were facing
the gaS; chambers. Frankl' s logotherapy, particularly his concept
of "the wi 1 1 -to-meaning"
,
grew out of that horrendous experience.
When Carl Rogers wrote Counseling and Psychotherapy in 1942
he did not set out to present a new theory of counseling. He
attempted to make sense out of his years of work as a practicing
therapist. The "necessary and sufficient conditions" that he
formulated were a statement of what worked for him. One suspects
that he was addresssing his own need when he recommended the non-
directive approach. His moralistic Protestant upbringing, rein-
forced by seminary training, would make this need to avoid moral-
izing to the client perfectly understandable.
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Allen Wheel is (1956) in The Quest for Identity provides us
with a rather good example of how the work of a therapist can be
powerfully influenced by autobiographical experience. In a chapter
entitled "Grass" he describes how, as a severn-year old boy, his
ailing father forced him to spend the entire summer vacation
cutting the grass in the back yard with a scissors. His auto-
cratic father turned a deaf-ear to his pleas for a reprieve from
this task. Wheelis goes on to say that this experience left him
with a strong committment to avoiding dictating or controlling
behavior in his practice of psychoanalysis.
The examples this author has given serve to illustrate how
environmental and cultural factors influence the ideology and
style of the therapist. While some therapists describe themselves
with such lables as "Freudian", "Rogerian" or "Behaviorist" it
may be that their actual interventions reflect much more a per-
sonal style derived from personal experiences than the "adopted"
ideology.
Before concluding this section the author would like to suggest
a conceptual way of viewing the growth and development of the thera-
pist in light of the many contributing factors outlined in this chapter.
A number of psychologists, recognizing the limitations of looking at
a client in terms of some static counseling theory, have
suggested that
we view the client in developmental terms. R.W. White (1962)
in Lives I n
Progress attempted to understand the lives of three
people by looking at
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the changes that took place (and the factors contributing to
change) over a period of ten years. Erickson (1959),
Loevinger (1970) and others have developed schema that attempt
to describe 'where the person is at'. The author strongly
suggests that in light of the many factors contributing to
the growth of the helper, it may be useful to look at this per-
son in terms of some developmental schema. In doing this we
avoid equati ng ability to practice with courses taken, degrees
acquired or certification by the American Psychological Associa-
tion.
The implications of what this author has stated in this
section for counselor/therapist training are clearly suggested
in the following words of Gordon Allport (1954):
The outlines of a needed psychology of becoming
can be discovered by looking within ourselves;
for it is knowledge of our own uniqueness that
supplies the first, and probably the best hints
in acquiring orderly knowledge of others, (p. 23)
This author has examined the ways that people learn. He has
attempted to apply his findings to the work of a number of dis-
tinguished psychologists. He will now go on to explore the
relationship of autobiographical experiences to a personal theory
of counseling.
Autobiographical Experience and a Personal
Theory of Counseling
One aspect of counselor growth and development that is fre-
quently overlooked by trainers is that of the application of
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autobiographical experience to one's personal theory of counsel-
ing. In the same way Adler's chi Idhood illness contributed to the
eventual substance of his inferiority complex theory, each trainee/
counselor brings substantive material to the formulation of his/her
functional orientation. It seems unthinkable to overlook such
critical factors in the development of a counselor's theoretical
and practical system of counseling.
In a recently written position paper (1978) entitled "The
Powers Approach" the author attempted to outline the basic con-
victions and assumptions about people that he brings to his work
as a counselor/therapist. The reader is referred to the appendices
section of this dissertation for a copy of this paper. This risky
yet beneficial exploration led the author to conclude that familial
and cultural factors had contributed, in a major way, to his theory
of counseling and style of helping. In fact, many of the bedrock
philosophical values underpinning his professional work were
developed, to some degree, before he began formal graduate study
in counseling and psychology. It is not this author's intent to
undercut the significance or role of formal training. The accepted
wisdom compiled over years of experience is an invaluable resource
to the trainee/counselor. But as the opinions and theories of
famous and prominent therapists were affected by their cultural
and social perspective, the trainee/counselor has a likewise
powerful perspective that must be addressed.
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It was through exploration of this author's personal style
of helping that the existence of an autobiographical component was
revealed. Whatmakes the Powers-Deevy Training Model unique is
its attempt to capitalize on identifying such influences to help
counselors define and re-define their counseling perspectives.
The initial target group was the front-line of most mental health
work, that is, paraprofessional counselors.
Summary and Conclusions
In this chapter the author has explored the process of learn-
ing and suggested that much of our learning comes from sources
outside the formal (clinical) programs designed to train therapists.
By way of illustration he looked at the lives of a number of dis-
tinguished psychologists and suggested that their psychology was
strongly influenced by autobiographical experiences. Finally,
the relationship between autobiographical experiences and a theory
of counseling was explored. This brings us to the question of
what the implications of this position are in terms of the training
of counselors/psychologists.
First, what has been said about the process of learning in
general would seem to be particularly applicable to the training
of therapists because of the nature of the helping process. Clearly
there are areas, such as the acquistion of the necessary knowledge
to be a statistician, where most of the required knowledge can be
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obtained from books and/or lectures. In this case the environment
and culture play a less significant role in learning, as it pertains
to statistical skills. It is the author's contention that the major
emphasis in counselor education programs should be directed towards
assisting the student clarify and define his/her basic convictions
and assumptions about helping people. Clearly some things we
learned from experience can be detrimental to the counseling process and
will need modification and/or change. This marks the significance
of supervision.
What the author has said about the process of learning raises
the question of the long-range effects of formal studies in
psychology on the behavior of the therapist. It may be that the
training given the student therapist plays a decreasingly signifi-
cant influence on the therapist with the passage of time. In other
words the therapist would tend to revert to native helping skills.
Here, future research is indicated.
Our culture has institutionalized and formalized the training
of counselors and psychologists to the point where there is a
tendancy to overlook what the student brings to the program. The
veteran counselor educator, Gilbert Wrenn, suggests that students
are pretty much the persons they are going to be when they get to
the graduate program and that all the educator can do is "hone
them a little finer" and "take off a rough edge or two" (Wachawiah,
D. and Rodwick, R. 1976). Wrenn is probably overstating the matter
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to make his point. Certainly the "quickie" training programs that
promise to teach every counseling skill you ever wanted to know in
"x" number of easy steps are making false promises. These educators
overlook all the knowledge and skill that the student has acquired
from years of cultural and societal learning.
It has been argued that the student should be well-grounded in
one school of psychotherapy. This author does not disagree with
this position. For many students such an orientation may provide
a useful frame of reference with which to view their work.
The position taken in this study could seduce students into
an anti-intellectual attitude towards therapist training. It
could lead the student to dismiss the study of psychology on the
grounds that life's experiences were sufficient preparation for
practice of psychotherapy. This writer believes that a broad
liberal arts education that includes a study of psychology is a
good preparation for work as a therapist. This author stresses a
broad education because, like Dean Allen, he believes that we learn
much about people from literature, history, anthropology, and other
subjects that speak to the human condition. A certain English
peer is reputed to have said that the psychologist is like the
road repair man--he goes down three inches. On the other hand
the poet is like the coal miner--he goes down a mile. This anecdote
illustrates the point we are attempting to make in somewhat exagger-
ated terms.
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This position could also be misconstrued as some kind of
hodge-podge ecclecticism. This author believes in what Allport
calls "reasoned ecclecticism"--the kind of ecclecticism where the
therapist has his/her thoughts formulated in terms of his/her own
personal convictions about helping people.
Finally, it is important to note an important distinction
between having experience and learning from experience. Having
lots of experiences is no guarantee that we learn anything.
George Kelly (1965) in A Theory of Personality puts the matter
succinctly in the following words:
Just as the compass of experience is no guarantee
of the validity of our personal constructs, neither
does the duration of experience give us such warranty.
(p. 171)
George Bernard Shaw in one of his wise sayings put it this
way: "Men are wise in proportion, not to their experience,
but to their capacity for experience." It is this author's
belief that counselor education programs can make a significant
contribution to counselor growth and development by helping the
student make sense of their experiences.
In Chapter II the author expressed the view that humanistic-
experiential counselor training programs represent the most effec-
tive and efficient approach to counselor training. In this chapter
a rationale has been formulated for taking this position. The
next
step in this study was to develop a training curriculum
that would
incorporate these basic formulations on the nature of counselor
growth
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and development. In the next chapter this curriculum will be
described. Chapter V and VI will describe an attempt to conduct
a preliminary investigation of the training model.
CHAPTER IV
DESCRIPTION OF THE POVJERS-DEEVY TRAINING MODEL
In this chapter the author will describe the training
model designed to implement his basic formulation on counselor
education. In the first section a table of specifications for
each of the individual training units will be presented. Having
introduced the model to the reader the next step will be to discuss
the rationale behind component parts of the model. Therefore,
this chapter will be divided into the following principal segments:
(1) tables of specifications for individual training units:
(2) discussion of the training model, and (3) summary.
Tables of Specifications for Individual Training Units
The Powers-Deevy Training model consists of eight individual
training units and is designed as a one-day learning experience.
The reader will find a table of specifications for each of the
eight units on the following pages. It should be noted that each
table contains a specific training objective, expressed in behavior-
al terms. The content of each unit is also described. Each table
also includes a list of activities designed to achieve the training
objective. Also included are a number of suggestions designed to
help the trainer in implementing the training unit.
The Powers-Deevy Training Model involves an attempt to
integrate didactic and experiential learning. Training Units
I, III, and V are devoted to brief presentations by the trainer.
The rest of the training units are devoted to exercises.
In a later section of this chapter the author will discuss
the rationale for including specific presentations and exercises.
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Discussion of the Powers-Deevy Training Model
It has already been noted that the model called for the
integration of didactic and experiential learning. The ex-
ercises are designed to help the trainee discover his/her
own idiocyncratic style of relating and to make appropriate
modifications or changes on this style. The presentations
are designed to give the trainee a greater understanding of
his/her helping style and to introduce the trainee to new
helping behaviors. The reader will note that the major
focus in the Powers-Deevy model is on experiential learning.
The major goal is to help the trainee 'discover' his/her
native helping skills and to use these skills as a foundation
for future growth.
The model is based on a three phase developmental con-
cept of counselor growth and development. The first phase,
involving training units I, II, and III, is designed to help
the trainee get in touch with his/her native helping skills.
In this model there is an attempt to "capitalize" on all that
the individual brings to the training program. This approach
seemed to be particularly appropriate for the training of
paraprofessi onal s who generally have extensive experience in
helping people. The author also considered this focus on
native helping skills to be appropriate in the sense that
30
unique racial and ethnic modes of helping are honored and
respected.
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As indicated in the tables of specifications Training
Unit I is designed to help the trainee understand the factors
that contributed to his/her unique style of helping. In
Training Unit II the trainee begins to identify characteris-
tics of his/her helping style. In Training Unit III the
"necessary and sufficient" conditions for effective counseling
as postulated by Carl Rogers are presented as a framework for
the trainee to identify what conditions he/she prizes in the
helping process.
The second phase of training, involving Training Units
IV and VII, is designed to help the trainee grow and develop
as a counselor in an experiential manner. The presentation
on 'attending' skills (Unit V) is designed to help the trainee
evaluate his/her helping behaviors.
Training Unit IV provides the opportunity for the trainee
to get involved in practice counseling in dyads. The positive
feedback provides the basis for trainees making appropriate
changes and modifications. This involvement in practice
counseling continues in Training Units VI and VII. Trainees
are encouraged to experiment with new behaviors. A major goal
during this second phase of training is to help the trainee
understand how he/she intervenes in the counseling situation
and the meanings of these interventions.
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The third phase of training, involving Training Unit VIII,
focuses on the future growth and development of the counselor.
Case-method discussion was included because the author consider-
ed supervision to be the single most important factor in contribu-
ting to counselor growth and development. Training Unit VIII
provides an opportunity for trainees to experience the benefits
of supervision in a group situation.
Summary
The Powers-Deevy Training Model consists of eight individual
units of training. The model is designed around a three-phase
developmental concept of counselor growth and development.
The various presentations and exercises included are intended
to help build on the native helping skills of the individual.
It will be clear to the reader that the model represents
a humanistic approach to counselor growth and development.
As already indicated, the model is considered to be particularly
appropriate for the training of paraprofessional helpers.
Having translated basic formulations about the nature of
counselor growth and development into a one-day curriculum for
training paraprofessional
,
psychological counsel ors, the next
step was to conduct a preliminary investigation of this curriculum.
The author was primarily interested in evaluating how participants
in the demonstration workshop subjectively experienced this train-
ing program. In the next chapter he will describe the methods
used to conduct this investigation.
CHAPTER V
METHODS USED TO CONDUCT EVALUATION
OF DEMONSTRATION WORKSHOP
In this chapter, the methods used to evaluate the Powers-
Deevy Training Model will be described. It will become clear
to the reader that this researcher's goal was not an empirical
study of effectiveness, but rather an evaluation of how trainees
subjectively experienced the training program. This chapter will
be divided into the following sections:
(1) sample and setting, (2) development of instruments for forma-
tive evaluation, (3) process observation of the training program
and (4) summary.
Sample and Setting
The Powers-Deevy training program was implemented in Plymouth,
Massachusetts in June of 1978. A comfortable hotel conference room
was the site of training. Before training began the trainees and
trainers dismantled the conference tables and arranged the more
comfortable easy chairs in a circle. In short, the setting was
less sterile and more informal than a typical classroom.
Fourteen paraprofessional community workers participated.
All held staff positions in community residences. Included were
staff who worked with mentally retarded citizens, with emotionally
disturbed people, with people who had drinking problems, with
troubled adolescents and with ex-prisoners. Members of the
training group were mostly young and college educated. Ten
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members of the group had completed undergraduate college education
Of this group most had liberal arts degrees. Eight members of
the group were in the 20-30 year age bracket. The group was
primarily female with only four men participating. The group
included two minority people. Ten members of the group indicated
that they had taken some college courses in psychology but none
indicated that they had prior training as counselors.
It should be noted that the workshop in basic helping skills
was the last in a series of workshops held in the Commonwealth of
Massachusetts during May and June of 1978.
The workshop described in this study was funded by the
Massachusetts Department of Public Welfare with monies
from the Title XX Training and Retraining Act. Trainers were
Patricia McCool and Edward Deevy. All the logistical details
were taken care of by a workshop coordinator.
Development of Instruments for Formative Evaluation
This author shares the view of some educators who believe
that a new curriculum or training design should be subjected to
rigorous and open evaluation of component parts before it is
subjected to a comparative study of effectiveness. Indeed, a
study designed to prove the superiority of the Powers-Deevy Train
ing Model over (for example) the microcounseling paradigm would
tell the researcher very little about why one method was more
effective than another. In his study of the Autobiographically
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Based Counselor Development program, Deevy used Scriven's
(1967) idea of formative evaluation to gather information on
the individual parts of the design. A review of the data gen-
erated from that study led this researcher to conclude that
this is a most useful and powerful method of getting the con-
crete data needed to improve the model. It was not this
researcher's desire to merely finish a piece of research.
Rather, it was to construct and refine a tool, through re-
search, that can be humanistically implemented to improve the
state of our craft. Essentially this study involved formative
evaluation of the new design. This kind of endeavor involved
the following steps:
1. The author developed clear objectives for each
unit of training. In doing this his goal was
to be as specific as possible.
2. The author described the activities needed to
accomplish the specific objectives.
3. The author constructed a questionnaire designed
to measure the extent to which stated objectives
were accomplished.
Trainers were asked to complete the questionnaire at the
end of the workshop.
As part of the endeavor to evaluate the Powers-Deevy Train-
ing Model, this researcher developed instruments to evaluate
each
of the eight training units.
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The reader will note that question 13 on the question-
naire was designed to get the trainees general comments on
this learning experience. In general, the author attempted
to relate the questions on the questionnaire to the stated
objectives for specific training units. In the case of the
exercises this was a rather difficult task. Since experiential
learning is essentially a subjective experience it is difficult
for the researcher to specify and measure learnings that will
take place. Clearly, in the case of programs designed to
impart purely cognitive learnings this task would be much easier
to accomplish.
In presenting the questionnaire to participants, the author
explained that it was not an examination in the usual sense.
At the beginning of the workshop he had invited the participants
to become col laborators in the endeavor to improve the design of
the training model. Despite the fact that trainees had spent thirty
minutes completing other questionnaires, they welcomed the oppor-
tunity to complete the instrument designed for this study.
It should be noted here that despite the fact that this re-
searcher abandoned the idea of having trainees complete a question-
naire at the end of each training unit, he did solicit the comments
of group members at the end of each training unit. This feedback
is included in the section on process observation in the following
chapter.
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In the workshops held prior to the Plymouth program the trainers
had observed that participants seemed to resent the amount of time
spent on 'paper bureaucracy'. It was essential that this researcher
collect data that would not be tarnished by this kind of resentment.
After consultation with the trainers, it was decided to use one
instrument to evaluate all eight training units. The reader is
referred to the appendices section of this dissertation for a copy
of the questionnaire.
The questionnaire used contained thirteen questions. Eight of
these questions referred to the eight specific training objectives
stated in the Tables of Specifications. It will be noted that the
questions were not listed in the same sequence as the training units.
Also a number of general questions were included. Here the objective
was to avoid the impression that this was an examination. The
author's endeavor was to present participants with a questionnaire
that would indicate that they were collaborating in the evaluation
of the training program. Questions on the evaluation instrument re-
lating to specific objectives were as follows:
Training Unit 1 -- Question 2
Training Uni t 2 -- Question 4
Training Uni t 3 — Question 5
Training Unit 4 -- Question 7
Training Unit 5 — Question 10
Training Unit 6 -- Question 12
Training Unit 7 -- Question 9
Training Unit 8 — Question 8
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Process Observation of the Training Program
Several years ago the author was invited to process observe
several educational and governmental groups in the Commonwealth
of Massachusetts. It was at that stage that he realized how
much could be learned about the workings of a group by simply
sitting back and taking mental or written notes. Since the
author was investigating how the training groups responded to
the various presentations and exercises, he figured that this would
be an effective way to gather information on how trainees experienced
the demonstration workshop.
At the beginning of the training the author was introduced
to the training group by the trainers. As already indicated,
it was explained to the group that he was attempting to collect
data about the strengths and weaknesses of the training program
and he invited them to join him in this collaborative effort.
From the beginning it was clear that the task of staying
neutral would be difficult. Trainees invited the author to
become a 'participant' in the learning experience. Because of
the level of self-disclosure called for in the design, it would
have been inapproriate to just sit on the sidelines taking notes.
For the author's part it was important that the participants not
perceive him as some aloof researcher manipulating them to collect
data for a doctoral disseratation. This would invalidate the data
collected and be inconsistent with the very nature of the training
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model. The task of process observing was made more difficult by
the fact that the trainees soon came to view the author as a co-
trainer. Despite his involvement in this learning experience,
he attempted to maintain some degree of detachment and to ask
appropriate process questions at the end of each of the train-
ing units. The author used time between sessions to record
observations rather than taking notes during the actual training
units. In retrospect, it is clear to the author that it would
have been more useful to use a strictly neutral observer to
conduct the process observation.
Summary
In this chapter the author has described the sample and
setting of the demonstration workshop. The means used to collect
information on how participants experienced the workshop was
described. The impressions of trainees and the author's obser-
vations will be reported in the next chapter.
CHAPTER VI
DESCRIPTION OF DEMONSTRATION WORKSHOP
In this chapter the author will report the information
collected during the demonstration workshop. In the first
section the responses of trainees on questionnaire items deal-
ing with specific learning objectives will be reported. The
comments and suggestions of trainees will be summarized in the
following section. For the section on process observation, the
author will simply describe each unit and include his observations
This chapter will be divided into the following major sections:
(1) formative evaluation of training units: (2) trainee impres-
sions of training program; (3) process observations on training
program; and (4) summary.
Formative Evaluation of Training Program
For the purposes of formative evaluation it is necessary to
state specific learning objectives for each unit of training.
The author has already described the questionnaire used to
determine the extent to which these objectives were accomplished.
Data from this questionnaire are reported in Table 9. It will
be noted that the author has listed three categories of responses
"Correct" responses are responses where the trainee was able to
correctly specify al
1
the information requested. "Partially
Correct" responses are the responses where the trainee was at
least able to correctly specify part of the information requested
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TABLE 9
Responses of Trainees on Questionnaire Items
Referring to Specific Learning Objectives
Unit I
Unit II
Unit III
Unit IV
Unit V
Unit VI
Unit VII
Unit VIII
Correct Response Partially Correct Incorrect
10 3 1
11 2 1
8 6
9 5
7 5 2
11 3
12 2
11 2 1
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"Incorrect" responses are those where the trainee gave the
wrong information or simply did not specify anything. There
is no need to comment on the data presented in Table 9.
Learning objectives were largely accomplished during the
demonstration workshop.
Subjective Impressions of Trainees of the
Powers-Deevy Training Program
As already indicated the last question on the questionnaire
completed by the trainees at the end of the demonstration work-
shop was designed to get trainees' impressions of the learning
experience. Space was provided for respondents to describe
their reactions to the workshop. The author was hoping that
trainees would focus on weaknesses of the training program as
well as commenting on the positive aspects. In short, it was
the author's hope that these data would contribute towards the
overall evaluation of the workshop and would provide data for
making necessary changes and modifications.
The complete unedited comments of the trainees are given in
Appendix B of this dissertation. A number of themes emerge from
an analysis of these data. While the comments are generally
positive it may be useful to look at a number of the recurring
themes in the feedback provided by trainees.
Students commented on a number of factors contributing towards
outcome. The factors most frequently commented on have to do
with
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the role of the instructors. Six of the fourteen participants
made direct reference to the role of the instructors -- in posi-
tive terms.
An analysis of trainee comments suggests that the following
factors contributed in a positive manner to the outcome of this
learning experience: focus on skills that trainees brought to
the workshop; informality of learning situation; small group
exercises; information presented; positive feedback on helping
skills; use of humor; case-method discussion; and the 'atmosphere'
of the workshop.
While trainees did not specify changes that should be made on
the training program a number of suggestions emerge from an analysis
of the raw data. The following are changes or modifications suggested
more information on counseling theories; a longer training session
(two days instead of one); more time working in small groups; and
a smaller training group.
It is appropriate to end this section by stating how much this
author appreciates the generous cooperation and collaboration of
all members of the training group. No doubt the fact that trainees
enjoyed the workshop contributed towards this cooperation.
Process Observation of Training Units
In order to give the reader some sense of what happened during
the workshop, the author will briefly describe each of the training
units. Because of time considerations a number of adjustments had
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to be made on the original training design as the workshop
progressed. After describing each unit the author will make
a process comment. In come cases these comments will echo
the comments made by trainees made at the end of the workshop.
Introductory Session
Trainees began arriving at 8:30 a.m. The trainers and this
researcher had an opportunity to informally welcome trainees.
We had already rearranged the conference room, removing the tables
so that members of the training group could freely move around.
The paper bureaucracy involving eligibility of trainees to par-
ticipate was handled by a workshop coordinator. Refreshments
added to the informality of the occasion. Printed handout materials
on major topics to be covered and an annotated bibliography were
handed out. For introductions it was suggested that trainees
simply describe their work situation and indicate what they would
like to get out of the workshop.
Observation
It is clear a) that many trainees came to the workshop with
negative feelings about the workshop as a result of past training
experiences, b) that trainees feel they are over-worked, underpaid
and generally exploited by human service administrators, c) that
trainees were impressed with the attention to detail that went
into the preparation for the workshop.
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Training Unit I
For this unit Mr. Deevy briefly outlined how cultural
and environmental factors influence the ideology and helping
style of the counselor. He used data from his own life to
show how many helping skills are learned from experience.
Trainees commented on how autobiographical experiences con-
tributed to their way of helping people.
Observation
Members of this training group appreciate self-disclosure
by trainers. Everyone seems relaxed and feel free to move
around. Trainees feel validated by the comments on how people
learn from experience.
Training Unit II
This unit involved an exercise in which trainees explored how
they had helped others in the past. It was suggested that trainees
focus on characteristics of their helping style. Trainers stressed
the importance of trainees following an "equal time" norm for this
exercise. Finally, trainees were asked to start with childhood
helping experiences and move forward to present time.
Observation
Again, the fact that trainers gave some illustrations from
their own lives seems to have removed much of the anxiety from
this exercise. The fact that trainers suggested that trainees
work with the person on the right hand side rather than having
trainees select a partner, removed some of the anxiety. Trainees
would like to spend more time on this exercise.
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Training Unit III
Ms. McCool briefly described the three "necessary and
sufficient" conditions for effective counseling. It was
suggested that trainees not take these conditions as gospel
but rather see them as a framework for looking at their own
style of helping. The co-trainers did a role-play with
Mr. Deevy acting as the counselor who shows a complete lack
of the Rogerian "conditions". Trainees then developed a
laundry list of the things they considered as necessary for
effective counseling.
Observation
Trainees are beginning to appreciate the fact that their
own unique manner of relating is respected in this workshop.
The use of humor was appreciated.
Training Unit IV
This training unit involved the first practice counseling
session. Prior to the workshop the trainers had considered
asking trainees to role-play a counseling session at this stage.
Because of the "good vibes" in the group, trainees were asked
to use a real but light issue from their personal lives as
'material' for the counseling session. It was suggested that
the feedback be positive and constructive. Again, the "equal
time" norm was stressed.
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Observation
Trainees welcome feedback. Few seem to get regular feed-
back on their counseling work at the halfway houses. This
exercise seemed a bit rushed. It would have been helpful if
trainees had had an opportunity to share their feelings about
the exercise in the larger group.
Training Unit V
For this exercise one of the trainers described the
"attending" skills identified in the microcounseling paradigm.
Trainees discussed how they could use these skills.
Observation
This presentation could be improved by some form of demon-
stration. Perhaps video taped vignettes showing the different
'attending' skills would be helpful.
Training Unit VI and Training Unit VII
These two units were devoted to practice counseling in four-
somes. For Unit VI two members formed a practice counseling
dyad. The other two members were process observers who gave
positive and supportive feedback at the end of the counseling
session. Roles were reversed for Unit VII. Again, the trainers
suggested that the 'client' deal with a light issue from his/her
personal life. It was suggested that the counselor experiment
with new techniques. Trainees left the conference room to find
'private' space for this exercise. Trainees were asked to assume
responsi bi 1 i ty for following the "equal time" norm.
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Observation
It is clear from the comments of the trainees that this
exercise involved a very powerful learning experience. Trainees
seem hungry to get feedback on their work as counselors. A
remarkably high level of trust exists in this group. The fact
that trainees worked with different members of the training
group for each of the exercises probably enhanced the learning
experience.
Training Unit VIII
For this unit Mr. Deevy stressed the importance of super-
vision as a means of facilitating future growth and development.
He described the case-method approach to supervision and spelled
out the advantages and benefits of this kind of discussion. He
suggested some norms to be followed during a case-method discussion.
The major part of this unit was devoted to a video-taped
counseling session. Since Mr. Deevy was counselor on the tape,
he asked permission to be absent during the case-method discussion.
The discussion was moderated by Ms. McCool and myself. It should
be noted here that an evaluator from the Mass. Department of Public
Welfare entered the room while the discussion was in progress, and
proceeded to take notes. Neither Ms. McCool or this author knew
who he was or why he was present.
Observation
This was clearly a great learning experience for trainees.
Trainees developed a real appreciation for the variety of ways
of responding at critical choice points during the counseling
relationship. Trainees are developing an increasing apprecia-
tion for their own unique way of responding to clients. Trainees
feel validated. There is the absence of the kind of debate about
the 'right 1 way to respond that is so typical of graduate counsel-
ing students.
Process Session
We had planned to devote the final half-hour of the workshop
to helping trainees process the entire learning experience. Because
of time considerations, the trainers simply reviewed each of the
training units. The rest of the time was used by trainees to
complete the various evaluation instruments. The author used this
time to get informal feedback from individual trainees on the work-
shop experience.
Observati on
This was a fun experience. Why do we have to be so damn serious
about the business of counseling? Trainees are going back to their
respective halfway houses feeling much more self-confident about
their helping skills. Was glad to be part of the growth that took
place today. Despite the fact that we were constantly "fighting the
clock" much was accomplished.
Summary
In this chapter the author has reported the data collected during
the demonstration workshop. He has described the reactions of trainees
and his own reactions to this training program. These data will provide
the basis for some general observations that the author will make on
counselor training in the final chapter of this dissertation.
/
CHAPTER VII
DISCUSSION AND IMPLICATIONS
It is not necessary in this final chapter to review all
that has been said about the nature of counselor growth and
development. In Chapter II and III the author expressed
the view that counselor growth and development contained
an autobiographical component. It will be clear to the
reader that this author believes that counselor education
should involve experiential learning and be student-centered.
Exploration of factors contributing to one's idiology of
counseling is considered essential if the trainee/counselor
is to emerge as a well-integrated practitioner.
In this chapter the author will confine himself to a
discussion of the data collected during the demonstration
workshop. Again the reader is reminded that this study was
primarily concerned with translating humanistic-experiential
tenets regarding the nature of counselor growth into a train-
ing curriculum for paraprofessional , psychological counselors.
It was hoped that the demonstration workshop would provide
preliminary data and prepare the way for future research into
the training model. This chapter will be divided into the
following sections: 1) discussion of student feedback during
demonstration workshop and 2) implications of this study.
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Discussion of Student Feedback
On the basis of this researcher's personal observations and
the data supplied by trainees, the following statements about
the Powers-Deevy Training Model will be made:
I. Trainees emerged from the workshop feeling much more con-
fident about their competencies. While this was not an empiri-
cal study of effectiveness it was clear that trainees felt
validated by the approach. Perhaps the fact that trainees felt
happy at the end of the learning experience was a good indication
of how they responded to this training approach.
II. Trainees found the exercises with their emphasis on positive
feedback to be very helpful in terms of their own learning. The
fact that few had regular supervision made them appreciate this
aspect of the training model all the more.
III. As the author would have expected, the instructors played
a significant role in terms of outcome. Perhaps the key to the
success of any training model lies in the way it is used by the
trainer.
IV. The learning environment contributed to the outcome of the
workshop. Trainees appreciated the fact that refreshments were
supplied during the workshop. The informal and comfortable set-
ting was also appreciated. Often training programs designed to
train paraprofessional s are held in some back room of a state
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institution. Too little attention is paid to the physical
environment in which training takes place. The physical
setting can contribute to the creation of a psychologically
nourishing environment.
V. A major concern before implementation of the Powers-
Deevy design was whether or not sufficient trust could be
built in the group ( in a very short time) to allow self-
exploration of helping behavior. The author's observations
and the data supplied by trainees suggest that this kind of
trust and safety existed in the experimental training group.
Clearly, many factors contributed towards the creation of
this kind of trust in the group. VJhat the author is saying
is that the Powers-Deevy model with its focus on self- explora-
tion can be implemented over a short period of time. Given
the right set of circumstances students appear very willing
to examine their helping behaviors.
VI. One of the unique features of the Powers-Deevy model is
the attempt to integrate both didactic and experiential learn-
ing. It was clear that the exercises became the core of the
learning experience. However, trainees appreciated the fact
that they were exposed to a variety of techniques of counseling.
Participants in the training group expressed a strong preference
for presentations that were simple, direct and down-to-earth.
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In the experimental workshop the constant focus on the person
of the trainee helped prevent discussion of theories or techni-
ques from becoming some sort of academic debate. In other
words, theories and techniques can be presented to the trainees
in such a way as not to devalue the theory and technique of
the trainee.
VII. It became clear during the training workshop that the
Powers-Deevy design involves a developmental approach to train-
ing. Trainers begin by helping the trainee clarify his/her style
of helping. The next step is the integration of new ideas and
new helping skills. Finally, the trainers focus on the continu-
ing growth and development of the trainee.
VIII. It was clear during the experimental workshop that more
time could have been used for implementing this training model.
It would seem appropriate that more time be set aside for indivi-
dual training units and that the training program be presented
over a two-day period.
IX. The self-care aspects of the Powers-Deevy model become clear
during implementation. Many saw the experience as a positive
factor in helping prevent burn-out.
X. It was not clear during the workshop how successful trainees
were in identifying major characteristics of their helping style.
No attempt was made to measure what changes took place as a result
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of training. To what extent did trainees change or modify
existing behaviors? What new skills were learned as a result
of this learning experience? The answers to these questions
will have to await further research into the Powers-Deevy model.
At this stage it can be confidently said that the workshop was
a truly enjoyable, validating and rewarding experience for all
who participated. The testimonials of the trainees, presented
in Appendix B, speak loudly about how trainees experienced the
workshop.
Implications of this Study
In this section, the author will venture a few comments
about the implications of this study. Since this was not an
empirical study, one must be careful about generalizing on
the basis of the data collected.
The current popularity of training technologies that
emphasize the systematic and mechanical development of skills
is understandable. They satisfy current needs for accounta-
ability. In fact, some difficulties were encountered in
getting the Powers-Deevy model accepted as the mode of train-
ing for Title XX workshops because it was not considered to
be sufficiently behaviorial. It may be that these technolo-
gies are particularly inappropriate for the in-service training
of paraprofessi onal s . People learn a lot about helping in the
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'school of experience'. To presume to teach them the proverbial
ABC's of counseling may be invalidating. Without having a
solid body of empirical data to back the author up, he is
suggesting that the Powers-Deevy model represents a much more
efficient approach to counselor training. He also believes
that a much more integrated counselor emerges out of the
Powers-Deevy training than out of systematic skills training
models.
Finally, while this study focused on the training of
paraprofessionals, the author does believe that the results
have implications for all counselor education programs. Many
'clinical' programs pay little attention to the personal
growth of the student. Some graduate students emerge from
training with little understanding of their own unique style
of helping.
Traditionally counselor training programs pay little
attention to cultural and racial differences. For the most
part, theories of counseling represent a white, Western,
middle-class view of people. Counselor training programs tend
to impose one of these theories on students. The Powers-Deevy
training model is unique in that the social, cultural, and
environmental differences between people are honored and
respected. Each student is allowed to develop his/her own
idiosyncratic style of helping. It is the assumption of this
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author that helping skills will not merely vary from one
individual to another but will also vary from one social
group to another.
Focusing on the native helping skills of the indivi-
dual provides a rationale for the demystification of the
counseling process. Paraprofessional
,
psychological counse-
lors bring counseling services to many groups to whom ser-
vices had previously been inaccessible. It is the opinion
of this author that further efforts towards demystification
should focus on these paraprofessionals who are largely
bearing the responsibility for counseling service delivery
to this society's most neglected population. The larger
purpose of this study was to make a significant contribu-
tion towards this end.
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Appendix A
Questionnaire Designed to Measure the Extent To
Which Training Objectives Were Accomplished
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BASIC HELPING SKILLS: TRAINING SESSION
EVALUATION
Dear Workshop Paricipant:
Our objective is to provide training that will meet
the needs of people working in Community Residences. Your
feedback on this section of the workshop will help us to
improve the training design. This information will also
help the planning staff at the University develop training
programs that are responsive to your needs. We set specific
learning objectives for this training session. Most of the
items on the questionnaire refer to these objectives. Space
is provided for any comments--posi ti ve or negative--that you
would like to make on today's training session.
We thank you for providing us with this feedback.
Paul Powers
BASIC HELPING SKILLS: Training Session
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1. As a result of participation in this training session did
you develop a greater appreciation for the role played by
experience in shaping your ideas about helping people?
YES NO NOT SURE
2. Please list two factors that contributed to the development
of your helping style.
a)
b)
3. As a result of participation in this session were you able
to identify some characteristics of your helping style?
YES NO NOT SURE
4. If you were able to identify some characteristics of your
helping style, could you write in adjectives that describe
two of these characteristics?
a)
b)
5) We discussed the "necessary and sufficient" conditions for
effective counsel ing--defined by Carl Rogers. Can you list
these conditions?
a)
b)
c)
6) Did the feedback from practice counseling sessions (in dyads)
help you identify some of the distinctive characteristics of
your personal style of counseling?
YES NO NOT SURE
7) If the feedback helped you identify some of the distinctive
characteristics of your counseling style, could you describe
two of these characteristics?
a)
85
8)
We discussed some of the benefits to be derived from
case-method discussion. Could you describe two of
these benefits?
a)
b)
9)
In the training session using process observers you
explored your helping skills. Can you list two skills
you would like to develop as a result of the feedback
given in this session?
a)
b)
10) Please list three 'attending' skills
a)
b)
.
c)
11) A major objective of today's training session was to help
the participant validate and process past experiences and
to develop an appreciation for his/her unique style of
helping. Do you feel that today's session helped you
develop a good sense of your special way of responding
to people in trouble?
YES NO NOT SURE
12) Training Unit VI, using process observers, was designed to
help you get in touch with the strength and weaknesses of
your helping style. As a result of this training session
can you list four skills you typically use in helping people?
a)
b)
c)
86
13) What did you like about today's training session?
What would you change? Could you please describe
in your own words your general reaction to this
workshop? Both positive and negative comments
will be appreciated.
Appendix B
Comments of Trainees on Powers-Deevy
Training Program
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Subjective Comments on Experimental Workshop
Student I: Prior to this, I had little formal knowledge of
today's course content. I am feeling better about my ability
to deal with the residents of my house.
Student II: I particularly liked the case-method discussion.
Would like to have heard more about theory.
Student III: The warmth of the two instructors was the thing
I liked most about the workshop. Would like this session to
have lasted for two days if for no other reason then to be
exposed to Pat and Ed.
Student IV: Mostly I liked the warm, informal atmosphere of
the workshop. I get little feedback on my work and was glad
to get feedback during the exercises. Would have liked more
time in the smaller groups. Excellent program! We all need
good informative sessions like this to help keep us on top
of new developments in our field and new approaches to problems.
Student V: The small counseling groups was the thing I liked
most about the training program. Would change nothing. I got
a lot out of today's workshop. I feel it will be useful when
I return to my group residence. It will also help me keep my
own sanity. Great day! Thanks.
89
Student VI: I liked the role-playing. Would change nothing
.
The instructors were very competent and made one feel at ease -
no formality.
Student VII: Interesting - liked diversity of teaching - partici-
pation. Liked small groups. I was never bored. Would liked
to have had a smaller training group. Maybe 6 or 7 would be
enough for this kind of workshop.
Student VIII: Liked the information aspects of the workshop -
the description of different skills that could be used. Very
enjoyable. Needed more time.
Student VII: The instructors' personalities lent the extra zip
to make it an excellent learning experience. Appreciated the
peer relationship between instructors and students. More time
needed. Feel better about my helping skills.
Student IX: What did I like most? No pressures - comfortable
surrounding - no formality - trainees supported one another.
Trainers knew their subject matter. I enjoyed the workshop
and learned a lot that will help me better serve in my present
capacity and maybe go on further in the field.
Student X: I liked the fact that the workshop was realistic,
informative and simple. Came cynical - am leaving feeling good
about myself. Am glad I got the positive feedback.
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Student XI: Liked the instructors and their presentation of
material. Presentations were clear, direct and easy to under-
stand. Admired the way Pat and Ed related with each other.
Also, Paul really added to the workshop. I came this morning
feeling angry and frustrated. Maybe that's why I liked the
fact that humor was part of the workshop.
Student XII: The sessions were well planned and the surroundings
were comfortable. There is a need for this type of education,
especially because many houses do not have funds for staff super-
vision. The course will help me greatly in my everyday work. The
small group sessions were very helpful to me.
Student XII: The thing I liked most about the workshop was the
case-method discussion. Also, the informal atmosphere. Was happy
to discover that I already had a bunch of helping skills. This might
help me to keep from burning out.
Student XIII: This workshop was a re-affi rmation for me and of my
competencies as a counselor. I feel this training session was excel-
lent. Sufficient amount of humor. Constructive feedback was helpful.
The entire session was geared to be accepting and positive.
Student XIV: Ed's positivism and Pat's charm make for a pleasant
learning experience. Maybe this workshop should be extended over
a two day period. Case-method discussion very helpful. It is nice
to know there is no 'right' or 'wrong' way to counsel others.
/Appendix C
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THE POWERS APPROACH
Towards a Personal Theory of Counseling § Psychotherapy
Paul C. Powers
This document is submitted in partial fulfillment
of the Comprehensive
Examination scheduled for 9:00 a.m., March 13,
1978 in Room 801 Campu.
Center.
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INTRODUCTION
The foolishness of my writing in comparison with what I wanted to
write infuriated me for years. Greatness, greatness, greatness
is what I wanted and insisted upon, only to notice that everything
I wrote was small and miserable. I couldn't understand it. My
soul was great, it was astonishly great, and yet, it was captured
in a little, feeble body and could not get itself free. I had in
my soul the greatest truths to tell but when I came to the work
of telling them I couldn't do it, I couldn't find a starting
place ,,, where could I begin?l
Although I'm not in the same league (maybe not even the same sport!)
as Mr. Saroyan, the same anguish is present, partially because of the alway
creative process of writing, but mostly because of the vastness of what I
have tried to do and the imminent risks involved in such a task.
^William Saroyan, The Bicycle Rider in Beverly Hills , N.Y.: Chas
.
Scribner's Son's, 1952. p. 99.
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As I see it, the purpose of the Comprehensive Examination is to dis-play one's competancies
. As I struggled with how to best accomplish this
task it dawned on me that I must include with my formal learning experi-
ences those informal, experiential influences that meld to define Paul
Powers
.
I have not arrived at a new and revolutionary theory. The result
of my endeavor is a process. It is an approach to designing one ' s own
theory. If someone elese can utilize it my work has been rewarded two-
fold.
In chapter one I have used the technique of the detailed annotated
bibliography to document those theories I am most comfortabte with. Tracing
one's intellectual and academic roots addresses those influences that are
of a more formal, didactic nature. I feel this chapter is step one of
the approach and self-explanatory. The annotations depict my effort at a
useful understanding of acknowledged contributors to our field. This is
why it is not an appendix; it is not an appendage.
Chapter two is a partial transcript of a dialogue between a collegue
and myself on the subject of my personal style of counseling. By mutual
agreement we decided upon a "no-holds-barred" exploratory process. I am
pleased with what emerged. I would like to take this opportunity to ex-
press my heartfelt gratitude to Mr. Edward Deevy for his time and assis-
tance. His skill is in no small way responsible for the uncovering of the
thoughts contained herein.
in chapter three I have attempted to draw out the highlights of the
transcripts in chapter two. My purpose is to summarize some central ideas
and make the major points accessible for discussion. I had originally
hoped that this chapter would comfortably and decisivly synthesize my more
formal academic learnings with my experiential learnings. I, now, know
that this is far beyond the the scope of a comp document. The neat pack-
age I sought to present, as yet, does not exist. It does not exist
because I am still learning - I am still in process. Rather than to
belabor what I have already said I have simply identified some key phrases
and given a brief process comment.
I hope the Powers Approach is a display of more than professional
competancy. From the laborious and time-consuming task of documenting^
and commenting individualy on numerous volumes to the risky business of
exploring and displaying one's personal orientation to the attempted
theory synthesis it has been an exciting experiment. I wish to stress
again that I have not presented an air-tight theory. It is only an
approach to developing one's own theory. It is hoped the student, the
teacher, the practitioner who reads this, will read it in this spirit.
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Chapter one Readings in Counseling § Psychotherapy:
a Personal Perspective
I believe that we should make room in
our outlook for tested knowledge about
human nature and social behavior. But
if we are wise we shall also provide
for the revision of this knowledge -
for what we know, or think we know, is
not the last word. And I am equally
convinced that we should find out how
to make more constructive use of the
knowledge we have.
Merle Curti
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Adler, Alfred. Understanding Human Nature
. New York: Greenberg,
Publisher, Inc. 1927. Adler is divergant from Freud in two
important respects. He placed less importance to infantile
sexuality and hostility (which he saw strictly as goal-direc-
ted behavior) and attached greater significance to infantile
striving which, when unrewarded, develops deep-rooted feelings
of inferiority. As Freud made notable discoveries about de-
fense mechanisms, Adler paid more attention to continuous
purposive strivings aimed at achieving long-ranged goals.
To label this pattern of adaptive strategies he conceived
the life-style.
Allport, G.W. Personality: A Psychological Interpretation
. New York
Henry Holt and Co. 1937. Gordon's position is closer to Kelly's
construct system then to Freud's ego structure and sublimation
theory. He regards adult motives as "infinitely varied" and
as self-sustaining contemporary systems, growing out of ante-
cedant systems but functionally independant of them. A histori-
cal thread may be found in current behavior but one must explore
motives as they actually work in the present.
Arbuckle, Dugald S. Counseling: Philosophy, Theory and Practice
,
2nd ed. Allyn and Bacon, Inc. 1970. An excellent survey of
thoughts about counseling. Progressing from an existential
orientation toward counselling, Arbuckle explores the counselor
as a person and his functions. He then dissects the operational
issues of utility of theories, ethics, diretion/control
,
and
legal ramifications.
Berrigan, Daniel. The Dark Night of Resistance . New York: Bantam
Books. 1971. A personal journal of a man on the run from
a government that would try and stop his preaching. As his
desire to move society to acknowledge a war is continually
frustrated, he turns inward. Not unlike the behavior of
most people in our institutions.
Brecher, Edward M. and the editors of Consumer Reports. Licit and
Illicit Drugs . Boston: Little, Brown and Company. 1972.
The most comprehensive and reliable text available concerning
the narcotics, caffeine , nicotine , alcohol, barbiturates,
amphetamines, inhalents, hallucinogens and cannabis. Besides
for the rarity of reliable drug information itself, this book
is useful for a historical analysis of where the drug problem
came from, how ill-informed legislators made things worse and
how the press could turn a local problem into a national menace
A must for the counselor with a drug using client population.
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Brenner, M.H. Mental Illness and the Economy
. Cambridge: Harvard
University Press. 1973. Ambitious assault on the methedolo-
gical issues involved in researching social phenomena. Although
he provides prowerful data in quantity and depth, no concrete
conclusions on what the positive variables could produce in
the way of change are offered.
Bronowski, J. The Ascent of Man
. Boston: Little, Brown and Company.
1973. An informal history of science. Essential background
information proving that philosophical and moral development
are the air in which scientific progress breathe. When people
believe they have absolute knowledge, no space is left for
those who will prod our species to evolve.
Burgum, Thomas and Scott Anderson. The Counselor and the Law .
American Personnel and Guidance Assoc. 1975. Needed exposi-
tion for usually unknowing counselors about the ramifications
of confidentiality and civil liability. Dry reading, lots of
reference listings of cases but very informative.
Carnegie, Dale. How To Win Friends and Influence People . New York:
Simon and Schister. 1936. The practical and accessible pre-
curser to the hundreds of self-help books on today ' s bookshelf,
and more worthwhile than most. Although tips on 'handling
people* and ’changing people without resentment' might seem
manipulative Carnegie offers only such suggestions as calling
attention to one's own mistakes and giving sincere apprecia-
tion. The section of 'making people like you' is great bibli-
otherapy emphasizing sincerity, encouragement and listening.
A plain but powerful book that has been bought by almost eight
million people.
Caro, Robert A. The Power Broker . New York: Randon House. 1974.
The gripping biography of Robert Moses. As a state and city
of New York official, Moses held more power in the city than
any other man between the years of 1920-1970. This exhaus-
tive work probes the life of a devoted social reformer and
displays what havoc too much power can cause in a man with
the ability to manipulate it to his own ends. It is tiring,
frustrating, and worth every second it takes to read all
1150 pages.
Cheek, David B . and LeCron, Leslie, M. Clinical Hypnotherapy .
New York: Grune and Stratton. 1968. An extensive text
divided into two aprts the first one the facts of hypnosis
with history and trance phenomena discussed. The second is
exclusively clinical applications. After suggesting the
acquisition of an appropriate orientation, there is extensive
detailing of use for pain, with children, dentistry , gynecology
and insomnia. Well written and exciting.
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Cleary, K.A. and Levitan, Sara. Old Wars Remain Unfinished. The
Veteran's Benefit System
. Baltimore: Johns Hopkins Press.
1973. A hopeful but not too realistic look at the Veteran's
Administration. No mention of either the Viet-Nam Vet's per-
ception that the G.I. Bill of Rights means less to them than
vets of other wars or the future implications of an all vol-
unteer force. It seems that the V.A. spends more time worry-
ing that giving money away will impede efforts at self-help
rather than designing a humane and respected system to meet
these health and educational needs that could serve as a model
for other systems (ie. welfare).
Dinkmeyer, Don and Dreikurs, Rudolf. Encouraging Children to Learn :
The Encouragement Process . Englewood Cliffs: Prentice Hall.
1963. This delightful book is grounded in Adlerian Individual
Psychology. When one once realizes that you cannot "make" a
child learn, the process of encouragement becomes an essential
educational tool. The fundamentals of this method are trust,
confidence in the student's ability and recognizing the good
in each child. With this description, it is easy to see that
psychotherapy is primarily a process of learning.
Dreikurs, Rudolf. Children: The Challenge . New York: Hawthorn
Books, Inc. 1964. Dreikurs uses Adler's Individual Psychology
to design a democratic, calm and resonable program for child-
rearing. Key features are taking time for training, use of
natural and logical consequences, sidestepping the struggle
for power and the over-powering beneficial effects of encourage-
ment. A very useful book with many illuminating examples.
Dreikurs, Rudolf. The Challenge of Marriage. New York: Duell,
Sloan and Pearce. 1946. A frank discussion of many issues
couples should examine before they get married. Sex, living
together, jealousy, and parenthood are systematically examined
from the goal-directed perspective of Indivdiual Psychology.
This book is a great cornerstone upon which to base one's
attitude towards marital counseling (and years ahead of it's
time)
.
Ephron, Nora. Crazy Salad: Some Things About Women . New York:
Alfred A. Knopf. 1975. A book of Nora's columns for Esquire
and New York magazine commenting on her growth and perception
of change due to the women's movement. It is the warmest,
most human piece of feminist writing I've read. Her thoughts
on politics, crazy ladies, Deep Throat, women in Israel and
other random topics displays a common sense approach toward
finding out who one really is in a world that offers more
than a few conflicting choices. Her most important observa-
tion may be that she wasn't submissive, soft spoken, and depend-
ant. "I was no good .at all at. any of it., no good at being a
girl
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Frank, Jerone D. Persuasion 5 Healing. New York: Schocken Books.
1963. Frank looks at healing and psychotherapy from differant
cultural perspectives. He sees most methods coming from one
of the three traditions of healing: religio-magical
,
scientific,
and naturalistic. One of the most interesting cross-cultural
constants is that to some degree (often major) there is a shared
belief of the participants that the prescribed method of healing
will work!
Frankl, Viktor. Man’s Search for Meaning . New York: Washington
Square Press. 1963. The foundation of Frankl 's logotherapy
was laid in a Nazi concentration camp. After surviving when
others didn't Frankl looked at why he and some others made it.
The answer is - will - having something to live for. When the
life that undergoes pain and sufferiang has meaning, the suffer-
ing is eased. A moving testimony well-grounded in profound
thought
.
Friedrich, Otto. Going Crazy . New York: Simon and Schuster. 1976.
The real strength of this book is the discovery by the author
that the mental health field is probably best typified as a
pastiche of semi-opposing theories linked together by incon-
sistency and incongruity. Written for the best-seller market,
Friedrich offers a limited historical perspective then launches
into a series of penetrating case studies of famous "crazies"
(S. Joplin, E.A. Poe). This entertaining though not particularly
significant text suffers most from not facing up to the reality
contained within the individual stories; that people often go
crazy but their madness remains undefined, that the social and
political implications of distress seems quite substantial but
we don't know how to effectively deal with them and that defin-
ing someone as 'crazy' has no real purpose if we consider that
our governmental leaders, corporate executive, and (hardest
to admit) most of us have periods when it seems to others that
we are behaving as irrationally as old men shouting to them-
selves in the alley.
Ginott, Haim G. Between Parent and Child . New York: Avon Paper-
back. 1965. Medically based look at psychological factors
in child rearing. Lots of concrete examples useful to parents,
easy to read and tempered with the humor of a veteran parent.
Glasser, William. Mental Health or Mental Illness . New York:
Harper & Row. 1960. Philosophcal under pinnings for Reality
Therapy. In this text, Glasser was still using such confusing
psychological jargon as 'ego weakness' which he later threw
out after realizing terms cannot be stretched to cover people
and vice versa. Useful exposition of neurotic behavior as a
successful behavior in a growth restricting environment.
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Glasser, William. Reality Therapy
. New York: Harper § Row. 1965.
A therapy very gestalt in seeing history an an excuse yet
with a stong moralistic overtone. Once accepting his defini-
tions of reality, his problematic approach seems to produce
great results.
Gordon, David Cole. Overcoming The Fear of Death
. Baltimore,
Maryland: Penguin Books. 1972. A look at the fear of death
in a cause and effect relationship with culture. From a
therapists point of view the most interesting point was the
connection between death and the fear of loss of self. Also
the basis for large term philanthropy may be an effort to
cheat death somewhat through perpetuation.
Gordon, Thomas. Parent Effectiveness Training
. New York: Peter
Wyden/Publ. 1970. One of the better "how to" psych books out.
Focus is given to such techniques as active listening, I-messages
no-lose conflict resolution, and lots of examples geared to
everyday family life. Very useful book to give to parents in
process
.
Green, Hammah. I Never Promised You a Rose Garden . New York:
Signet Paperback. 1964. A true story of a young women's
road through the middle of her schitzophrenia to recovery.
The Dr. Frieda in the novel is Frieda Fromm-Reichmann
.
Good reading and very moving.
Haley, Jay. Uncommon Therapy. The Psychiatric Techniques of Milton
H. Erikson, M.D .
Erikson sees the family as the prime arena of human passion.
He sees most problems in terms of helping families (or indivi-
dual members) go from one stage of his family life cycle to
the next. Each stage is wonderfully illustrated with examples
showing his unique skill with hypnotic technique both in hypnotic
and non-hypnotic situations. Most engaging are the sections on
weaning parents from children and on the pain of old age.
Halleck, Seymour, L. The Politics of Therapy . New York: Perennial
Library (Harper $ Row). 1972. Halleck examines to some depth
the power differential between client and therapist and pin-
points the therapists gain in cooperating with the status quo.
Unrealistic in the assumption that eventually experience will
teach all therapists where their constituency lies.
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Helmer John. Bringing the War Home - The American Soldier inVietnam and After
. New York: The Free Press.—1974
A powerful study of the Viet Vet backed with a lot of statis-
tics from Boston area Vets. A classic example of the middle
class providing the will and direction while the working class
provides the soldiers. This text is a must for therapists
working with Vietnam era Vets that they might clearly under-
stand the deadly double-bind some Vets experience: aggression
remaining both for the "enemy" and for the American public whom
he feels misused and subsequently abandoned him.
Helmer, John. Drugs and Minority Oppression
. New York: The Sea-
bury Press. 1975. Helmer’ s attempt at causality falls dis-
appointingly short. Through well
-documented research it is
shown that prohibitive drug legislation and minority oppression
often go hand in hand. More cogent than the Black-cocaine
issue or Mexican-marijuana issue is the query 'race or class'?
When looked at in this light, institutional oppression begins
to reveal its true face of economic dependence on the status
quo and social fear of the unknowns of cultural evolution.
Horney, Karen. New Ways in Psychoanalysis
. New York: W.W, Norton
§ Co. 1939. Horney states that not even a genius can entirely
step out of his time; despite his keeness of vision his think-
ing is in many ways bound to be influenced by the mentality of
his time. This fairly dry text is a polite effort to clean up
some of Freud's work for the 1939 psychoanalytic community.
The moment she starts making too much sense, she immediately
quotes Dr. Freud.
Horney, Karen. Our Inner Conflicts: A Constructive Theory of Neurosis .
New York: W . W. Norton § Co. 1945. Homey develops the idea
of "protective organization" that manifests itself more or less
consistently in many areas of life. That is, a person who
carries a strong childhood anxiety about close human relations
might structure his whole life to minimize this danger. He
might choose a job with minimal social interaction; might not
live in a neighborhood but an impersonal apartment building;
might avoid marriage or marry someone who demanded no more
than a cool companionship.
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Horney
,
Karen. The Neurotic Personality of Our Time
. New York:
W.W. Norton § Co. 1937 . A neat primer in psychoanalytic
principle defines a predominant neurotic trend of our (1937)
time as excessive dependance on approval or affection of
others. Her major contribution is in the acceptance of
her position that the majority of individuals in a culture
have to face the same problems thus suggesting the conclu-
sion that these problems have been created by the specific
life conditions existing in that culture.
Janou, Arthur. The Primal Scream
. New York: Putnam and Sons. 1970.
An indepth study of the development and use of Primal Therapy.
The keystone to his approach is in breaking through pent-up
pain from unfinished childhood events. He suggests screaming
will mobilize these long repressed emotions. Exciting stuff
but nothing I'd want to try with a client valiantly trying
to hold on to a slippery edge!
Jones, Rand Roe, Richard. Valence and Vision: A Reader in Psychology
San Francisco: Rinehart Press. 1974. An exciting text explor-
ing the similarities between current psychological research and
science-fiction with new possibilities from biopsychology, brain
control, parapsychology, social psychology we must develop the
skills to, not only, look outside but to look inside. With
the rapidity of our evolving technology, psychologist/educators
must take the example of geologists who study rocks but whose
interest is the entire earth and broaden their scope to encompass
the state of the human race.
Jung, Carl Gustav. Memories, Dreams, and Reflections . New York:
Pantheon Books. 1961. A remarkable book by a remarkable man.
In this text he leaves aside his well -documented professional
contributions in favor of his most intimate and personal
reflections. It is through these that the picture of a
diversly sensitive and couragous explorer develop. That this
great man's childish fantasies, gravest fears, most devasta-
ting self-doubts, and hopeful mental meanderings are comfort-
ably intergrated into his life's experience seems proof
positive that the most personal is, indeed, the most general.
I'm learning that who the person is, is often as important as
what the person has written or contributed. And this under-
standing is frequently essential in understanding the true
meaning of the person's work.
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Kamiya, Joe, Barber T.X., Miller, Neal, Shapiro, D., Stoyva, J.
Biofeedback 5 Self-Control 1976/77
. Chicago: Aldine Pub-
lishing Co. 1977. Annual compendium of significant research
Iti this area. Although this text shows Biofeedback moving
from a strict laboratory tool out into therapy in such areas
as treatment of asthmatics, migraines, and heart rate control
(relaxation-treatment of heart disease) I feel the most far
reaching contribution is in starting to heal the body/mind
split that seems to be an underlying belief of our culture,
Karlins, M. § Andrews, L. Biofeedback
. New York: J.B. Lipincott Co
1972. Excel lant survey of what is currently under research in
the entire field of biofeedback and self-control. To date, the
only statement I've found proposing self-control as an option
to avoiding the move 'beyond freedom and dignity'
.
Kaufmann, Walter. Exitentialism from Dostoevsky to Sartre . New York
World Publishing Co. 1968. Translations of Kierkegard, Nietz-
sche, Dostoevsky, Sartre, and Camus. A development of extis-
tential philosophy from literary/religious metaphysical doctrine
to what now embodies the plight of modern Man, that is, aliena-
tion, uprootedness
,
and absurdity. A weightly diagnosis of
the plague.
Kelley, George A. A Theory of Personality . New York: Norton 8 Co.
1955. George's airtight Psychology of Personal Constructs
emerges from his theory on theories. There is even room for
whole subsystems of conflicting constructs. He sees individual
personality as a process of distilling one's experience,
personal traits and habits, and beliefs into constructs
designed to anticipate his life's events. His failsafe is
in the thought that when the anticipations of the future
don't come to fruition the reason lies in the misuse of the
construct system or use of the wrong system altogether. It
all makes more sense than most personality theory I've read
to date but I'm very suspicious of theory designed to pro-
tect itself even when it doesn't seem to fit.
Laing, R.D., and Esterton, A. Sanity, Madness and the Family .
Baltimore, Maryland: Tavistock Publications. 1964. A study
of eleven families at Laing' s clinic. The data takes the form
of interviews or transcripts of tapes. While the interview
itself isn't a naturally occuring family situation, often
striking patterns evolve in a short period. Although not
many interpretations are offered, the cases selected for
this text back up the theory that schitzophrenia is a result
of acting out under extreme situations. While this theory fits
sometimes, I can't see it as hard and fast.
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LeCron, Leslie and Bordeaux, Jean. Hypnotism Today
. New York:
Grune and Stratton. 1947. A general informational volume
geared towards clearing up historical distortions and mis-
representations. The hypnotherapy part is somewhat outdated
but the outline of the principles of suggestion and hypnotic
phenomena is clear and graphically presented.
Linebarger, Paul M.A. Psychological Warfare. New York: Amo Press.
1972. An indepth analysis of the entire spectrum of Psy War
history and techniques. Proof that psychological research can
be used for destructive rather than constructive purposes.
Interesting to note that U.S. Presidents with military experi-
ence make extensive use of former Psy War experts in their
political campaigns and their executive administrations.
Luthans, Fred and Hodgetts, Richard M. Readings on the Current
Social Issues in Business . New York: MacMillan Company..
1972. The business community is becoming more aware of
issues such as poverty, civil rights, and ecology. Although
these issues, for the most part, were stimulated by a desire
to keep lucrative government contracts, the human services
would do well to make some of these similar "risks" as
consumer boards, systems engineering and exploring hidden
issues in minority employment. Exciting discussion about
the use of profits to fund foundations which in turn
demonstrate economic good (jobs) is hidden in some fairly
technical lingo.
Maslow, A.H. Toward a Psychology of Being . Princeton: Van Nostrand
Insight Paperback. 1962. A classic. Maslow looks at values,
physical health, peak experiences and other topics now quite
popular. Humanistic psychology with depth and authority. What
would be useful now would be a biography that would show me
how one comes to such clear understandings of the human experi-
ence.
Masters, William & Johnson, Virginia. The Pleasure Bond.
Bantam
Books. New York: 1975. Unlike Human Sexual Response
and
Human Sexual Inadequacy this book is, in essence, for
the
lay reader With a focus on the social and psychological
aspects
of sexual behavior. With all the current confusion,
this sane
discussion of fidelity, swinging, and young marriage
is wel
1
needed. The chapter on what men stand to gam from
women s
liberation should be reprinted in every men's
magazine m th
country, (or world).
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May, Rollo. The Meaning of Anxiety
. New York: Ronald Press. 1950.
Right to the point use of existential philosophy to the dynamics
of anxiety. Although fairly dry in discussion of analytic
theory not bad for an expanded doctoral dissertation!
Miller, Emanuel. The Neuroses in War
. New York: The MacMillan Co.
1940. This is the classic post World War text. Although much
time is spent on the problems of diagnosis and classification
there is still useful material on analytic methods and treatment
by suggestion and hypnotherapy. Unfortunately, the psychiatric
literature of the time (a reflection of the profession) had
nothing to say about the role that the inherant madness of war
had to do with the development of madness in the soldier. In
peacetime a paranoid claims "someone is out to get me". In
war, someone is!
Montagu, Ashley. Touching
. New York: Columbia University Press.
1971. Tactile experience as a basic human need; the skin as
the largest organ.
Not a "touchy-feely" book. A developmental look at the tactile
experience: acts communicating affection and involvement with
others (or lack thereof) and their effects.
Orgler, Hertha. Alfred Adler - The Man and His Work . London:
Sidgwick and Jackson. 1963. This exposition of the Adlerian
theories of Individual Psychology are, at best, cursory. The
section on Adler's personal development is quite telling, though.
His theory of the inferiority complex derives from a real or
imagined organ inferiority. It seems that the drive to over-
come his own physical ailments (rickets , breathing ailments)
lead to his childhood statement "If this question of life is
so doubtful, then I should like to become a doctor myself and
see what it is all about." Especially with Psychologists is
Wordsworth's statement that 'The Child is Father of the Man'.
Many of Adler's thoughts ring true for me such as the unity
of the personality (a pre-cursor to Psychosynthesis), his
theory of life-style and most importantly his remarkable
answer to the nature vs. nuture debate that continues today.
Although he placed great significance on the inheritance of
physical characteristics, he stressed just as strongly the
fact that only capacities were inherited. He rejected the
theory of the decisive importance of environment. It has
an undeniably strong but not decisive influence. The human being
seems not to be a product of inheritance or environment
exclusively. He uses his congential abilities and acquired
impressions as the elements with which to construct his own
creative power, his own unity, his life-style.
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The Pentagon Papers
. New York: Quadrangle Books. 1971. Proof
positive that one need not be psychotic to deny reality.
Given motivation enough a person or group of people can
convince themselves that through a power differential,
they can decide for the rest of us what we need to know
and what would "merely confuse the voting public as to
what the real 'issues' at hand are."
Randall, H.H. Jr. Aristotle. New York: Columbia University Press.
1960. Foundation of modem distinction between man and animal
-
consciousness. From being conscious of one's own life and
needs to being conscious of another person's comes his defini-
tion of friend - "another self".
Reich, Wilheim. Character-Analysis . trans. T.P. Wolfe, 3rd edition,
New York: Orgone Institute Press. 1949. I found this one
sort of hard to follow. An early follower of Freud introduces
his idea of character armor. This refers to traits or habits,
superficial and far removed from present danger, which serve
as a protective front line against the arousal of deeper
anxieties, ie. formality of speech, manners, and dress may
all combine to keep relations with others distantly impersonal
allowing one to avoid dangers associated with intimacy.
Roback, A. A. History of American Psychology . New York: Library
Publishers. 1952. Interesting history in readable form.
Most interesting in discussion of early public disapproval
of psychological research. Great chapter on behaviorism
"Psychology out of its mind".
Robbins, Tom. Even Cowgirls Get the Blues . Boston: Houghton
Mifflin Co. 1976. The tale of a women's joumies. A must
for any therapist hoping to understand women (or kids or men
or anyone who doesn't seem to fit). The comments on people
who wait are striking. Her psychologist is a rare figure
who declares "any psychologist whose own life isn't happy
and whole enough, to be exemplary isn't worth the hide it
takes to upholster his couch". My favorite section is the
"Gunfight at the I'm OK You're OK Corral". If this annota-
tion doesn't make sense, read the book.
Sartre, Jean- Paul. No Exit and Three Other Plays . New York: A. A. Knot
1948. What Sartre's novels and essays lack in over-emphasis, his
plays use to drive the point to the center of your brain. Modern
existentialism frequently depresses me to the point I lose its
value. It seems up to us as therapists to assure the possibility
of 'exit' for troubled persons and to avoid the cultured
cynicism
of psychological Don Quixotes.
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Satir, Virginia. Peop lemaking
. Palo Alto: Science and Behavior
Books, Inc. 1972. Peoplemaking is the business parents are
in. This book, based on Satir' s Conjoint Family Therapy, is
an excellent adjunct to family therapy. Easy to read, this
book is accessible bibliotherapy
. Satir' s at-home style makes
it easy (and maybe fun) to define your own family, design a
family map or blueprint and gives practical suggestions or
communications and rules.
Skinner, B.F. Beyond Freedon 5 Dignity . New York: A. A. Knopf.
1971. Any modem therapist can learn a great lession from
this book in that, for all his work on modifying personal
behavior, Skinner now sees the need to actively concern
ourselves with our physical and social environments. Un-
fortunately, his tactic of bypassing personal values for
those appropriate for this new culture (whom he never quite
says the designer(s) is) are not as "ethically neutral" as
he would have us believe.
Sperber, Manes. Masks of Loneliness. Alfred Adler in Perspective .
New York: MacMillan Publishing Co, Inc. 1974. A weighty
if sometimes oblique look at Adler's theory and life. Sperber
was Adler's personal secretary and privy to many interesting
thoughts and events. Most interesting was the similarity in
later years of Freud's and Adler's attitudes toward disciples
who strayed from strict doctrine.
Stevens, Barry. Don't Push the River. Lafayette, California:
Real People Press. 1970. Narrative of a therapist working
in association with Fritz Peris. Her approach to Gestalt
therapy is tempered by the ways of Zen, the American Indian
and, I feel most important, humor. Somewhat disjointed but
refreshing in her doubts about why she is training in the
first place.
White, Robert W. Lives in Progress . New York: Dryden Press. 1952.
A breakthrough in the study of personality. Three extensive
case histories presented from social and psychological points
of view. Most useful chapter on process of personal growth,
enlightening look at biological, cultural, social status and
occupational role influencing development of personality.
White's most interesting twist is using case studies of
"Normal" subjects rather than studying personality defects
in disturbed patients.
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White, Robert W. The Enterprise of Living
. Growth and Organization
in Personality. New York: Holt, Rinehart and Winston, Inc.
1972. A weighty and ambitious assault on the study of person-
ality. White's position is that we are more adept at explain-
ing how personality comes to grief than at understanding its
natural and often relatively successful growth. It seems deva-
stating early childhood experiences and the crushing effects
of parental training have lost their primacy to the apparently
equal horrors in the lives of normal adults. Of special rele-
vance are the concepts of efficacy, sense of competance
,
cogni-
tive organization, and strategies of adaptation all explored
at considerable length.
Wiener, Daniel H. A Consumer's Guide to Psychotherapy .
New York: Hawthorne Books. 1975. A verbose and over-priced
text dedicated to convincing client's that if they don't get
their money's worth, it's their own fault. If people felt
more comfortable to talk to each other about considering
therapy, a need wouldn't exist for such a dull and mundane
'consumer's guide'.
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Chapter two Exploring the Perspective
There are some things which cannot
be learned quickly, and time, which
is all we have, must be paid heavily
for their acquiring. They are the
very simplest things, and because it
takes a man's life to know them the
little new that each man gets from
life is very costly and the only
heritage he has to leave.
Ernest Hemingway
Paul. Ed, we have talked at some length about counseling and psycho-
therapy and our respective views towards the field, we've
talked about the necessity of taking what is important' to one's
self from the writings and work of others and developing and
defining a congruent, personal style of helping. I'm working,
presently, on pulling a lot of stuff together for my Comprehen-
sive Examination. I've got my annotated bibliography in the
works - detailing what I've been reading and how I feel about
it. I've got lots of data from individual and group thera-
peutic interventions, from various counselor selection and
training programs from my process observation consultations,
from those legislative advisement experiences we've talked
about and tons of personal historical data. I wrestled with
all this stuff so that I can come up with something really,
you know, significant for my comps; something I'll learn
from, something the committee can learn from and something
that will be a real statement on my work and my process.
But frankly I'm a little over-whelmed at this point.
I don't know exactly where to go with it all.
Ed: OK, Paul - let me first say what I think Comps are not. I don't
think that Comps are a situation where you go in and prove that
you have all kinds of knowledge of every theory in terms of the
practice of psychotherapy. One of the things that, in our
program, is possible is that comps can be a place where you can
state vour own views, your convictions. \ou can try them out.
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You can get feedback. You can clarify your own thinking
about your own unique style of helping people. And I
think your idea of drawing on the many professional and per-
sonal influences you’ve experienced, your readings, signifi-
cant people you've met along the way is the best and most
direct way to get at a comfortable synthesis of your style.
It is risky business but, I think, if you want it to be
meaningful to everyone involved you must take this courageous
challenge. It will be the basis of any sort of eclecticism
you might have. It will be the cornerstone - as it were.
Frequently we have people with a hodge-podge eclecticism
who can identify with what everybody else says but are
ignorant of their own views which are actually the bedrock
of their approach.
Paul: You're hitting it right on the head, Ed. But I'm still sort
of awed by the process.
Ed: Of course. After dealing with this issue myself for a year or
so, I could only come up with 2 or 3 sentences. Let me ask a
few questions that have struck me. The bibliography - what
writers have influenced your thinking a lot? And it doesn t
have to be psychotherapy, it could be from literature or what-
ever. Let them come off the top of your head. .
Paul: OK, lets see. There's Rogers. First let me say that once
I
stopped trying to be Carl Rogers, I found out I was a fairly
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good Rogerian. A client-centered approach is much in
keeping with my own view of helping although it doesn't
sound like me to speak specifically as a reflector. I
realize the technique's worth; its just that I've found
there is more than the direct approach toward reflective
listening. I've learned that unconditional positive regard
is a goal not a pre-requisite. To pretend one has buried
all pre-concieved notions that have accumulated over 20 to
30 years of societal and cultural conditioning is, at best,
unrealistic. And now that I've listened to tapes of Carl
working with a client, I have heard how being selective with
what one choosesto reflect or attend to can subtley affect
the course of the session. I feel much betterwith what I
now feel is a more practical identification I have with client -
Centered Therapy.
Ed: There it is, Paul. You have identified with someone else but
have displayed your own flavor of it. Who else is there?
Paul: Well, I’m skeptical of therapies whose authors state, "They
work". But I've found Bill Glasser's stuff very helpful.
He has considerable hard data in terms, of follow-up interviews
to show constructive growth with many of his clients. Besides
for his personal style, which I'm sure accounts for some
measure of his success, I feel his crystalization of the basi«_
needs and philosophical underpinnings are motivated by the
same sort of goals as mine.
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Ed: In what way is that?
Paul: Well, he states that all people have the same basic needs,
that is: to love and be loved and to feel worthwhile to
ourselves and others. It seems to me that this is a
beautiful dovetailing of the intra-psychic and extra-
psychic needs. I have never felt comfortable with merely
concentrating on the client's inner world, his Freudian
neurotic trends and I have felt equally uncomfortable with
the radical strategies that suggest once we cure society
of all its ills the major cause of mental illness will be
removed. It seems Glasser utilizes the best of the vestiges
of the human potential movement in recognizing the primary
nature of the need to love and be loved. Combined with
this is the idea of value, not only to yourself, but to the
community. Lots of things are left fuzzy, though, such as
defining community or even defining reality.
Ed: Paul, from what experiences are your reaction to Rogers or
Glasser based?
Paul: The sum total of my counseling experience as well as common
sense tells me that a client-center methodology is the most
apt to reach a client. My positive reaction to Glasser
comes from many angles. More than once I've had a client
say, "you know when I was younger I thought that when
I
Id make a lot more sense than it does".matured everything wou
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Certainly our existential writers would have a lot to say
about this! But, to me it points our how many of us are
waiting and some feel that they have missed this "secret
of life." With Glasser's notion of being worthwhile to
yourself and to others, comes the committment to something
larger than one's self. In this may be my identification
with May's will-to-meaning or it could simply be that once
you get actively involved in the mechanics (on whatever
level) of your community, you no longer have the time to
worry so much about j. t all. Does this make sense?
Ed: Yes, indeed, Paul. This seems to be the sort of thing
you're getting at with your bibliography. I'm wondering
if we can go a bit deeper; can you think of anything in
your experiences growing up at home with parents, the
neighborhood, religion and the like that carry over into
your work as a counselor/therapist?
Paul: I sense that there is but I'm not sure of just where to look.
Pause
Paul: Well, Milford was a minor industrial center that attracted
quite a few immigrants, mostly Irish and Italian. A few
Yankees ran the older stores and banks but the large Catholic
and voting majority soon got quite a voice. My mother's
people were shop-keepers, factory workers and politicians
and my father's people were farmers, teachers, ah - let's
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see, a dentist and a priest and plumbers. My father is a
second-generation plumber and my Mom is a telephone operator.
I have an older brother who is now a psychologist also. Our
family was a tight unit. The chores were divied up among us.
The dinner table was a place where we all caught up with each
other, discussed the day, what we learned at school, what we
were reading, what was on the news. Lots of discussion, -
even if it led to disagreement, always left me with the feel-
ing that our family shared something special. Looking back
now at the dictatorial upbringing I shared with my brother,
I realize the many inconsistancies . I've compared with
many of my peers and come to the realization that, "Well we
did share something special but its the sharing that was
really important. Not the content of a patriachal , parochial
Irish, Roman Catholic upbringing. I came up through the
sacrements but what I feel that I carry from this is my sense
of right and wrong (although not so much in black St white)
which ties very much into the social awareness I developed
at the dinner table conversations.
Ed: I want to react here. Before you said that Paul, I had
that,
fantasy. Both you and your brother are into the field of
psycholtherapy and I don't think that's accidental at all.
Obviously there was a concern there. I’m relating that
to
my family; my mother being a nurse and a lot of
those concerns
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a.nd six out of seven children ending up in helping professions.
I do think that the family - the beginnings of the helper
start right there in the womb, so to speak - the home.
*
Paul: As I grew older, even though I chafed at the strict manner
of my upbringing, I realized that in all of this I was
getting something that a lot of kids didn't get - and it
was the caring.
Ed: Let me throw this out, Paul, and it may be far out but again
I'm relating to my own experience. The Irish Catholic home
does tend to be moralistic, it tends to lay down certain things
that one should do and shouldn't do right down to the whole
theology. It's interesting that you said, a while ago, about
the profound influence of Carl Rogers. Rogers, of course,
was reacting to a very strict upbringing himself. And he says,
"Don't interfere with the client, don't manipulate, don't
dictate, let the client discover." And it seems to me that
your owning and saying this is very much part of my way of
working. Would you say that - would you see any connection
between your wanting the client to be very free to discover
themselves and your own upbringing?
Paul: Whew! I've flirted with it but never got too serious, you
know? I haven't done enough thinking on it to come up with
anything real profound on it but, ah -
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Ed. I think what you're saying is profound. These experiences,
cultural and environmental and so forth, have a great in-
fluence on the shaping of your thinking. When Rogers wrote
Counseling and Psychotherapy
,
he set out to look back at
approximately fifteen years of professional work as a psychop-
therapist and say "What worked?". That's the process your 're in.
What has worked in the past? Let me re-phrase and ask - is
there anything distinctive you've noticed in the people who
have helped you over the years? That's a toughie! I know!
Were they good listeners, did they tell you what to do, can
you think of anything going all the way back?
Pause
Paul : There have been a few but the one that comes to mind right
now is a fifth grade teacher. I can remember the way she
touched everything and brought it to life. She got me into
lots of projects rather than plodding along with the class -
step by step. She was instrumental in developing my self-
confidence towards schoolwork initially, but it spilled over
into the rest of my life as well. She made me feel as
though - well not only that I could do something myself but
that maybe I could do things or see things that nobody else
could
.
Ed: Not to interupt but it seems to me that that's terribly
impor-
tant to you - to make people feel confident and self-assured.
Am I pushing it too far to say that?
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Paul: Not really
- you know my process fairly well.
Ed: I mean your smiling when you say that she made you feel self-
confident. Your sort of almost putting your chest out. It
seems to me that that translates into your helping too.
Paul: Yes, that's a value of mine. Where I see its validity is -
well - before a client gets to me they have to ask around
a bit. So before we go too far into the counseling relation-
ship I try to start a self-inventory process. During this
I try to point out the strength the client has shown just
by deciding to talk to someone and then actively seeking
me out. I think this shows some sort of self-healing
mechanism right there.
Ed: It seems to me, now, as you talk that a belief in the natural
healing capacities of people is something central to you. If
it is, can you think of a situation where maybe this has been
expressed in your counseling or how it is expressed?
Paul: I've thought about it an awful lot especially trying to
value it and nuture it through my role as a counselor without
stepping on it. Maybe its just from the folks I've worked
with but as I look back on some of my notes I see that my
clients knew, pretty much, what they were coming to me for.
And its up to me to find out what it is - to hear it - so I
can most appropriately address that. It comes from my basic
respect for other people and probably from a fairly humble
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orientation toward myself. I have no book of answers.
Unless I hear where it is a person wants to go or else
where they have been that's been non-productive, I start
out very tentatively. I don't throw much out, I'm as
reflective as I can get in order for the client to set some
direction even if by just saying where he doesn't want to go.
Ed: You strike a chord for me when you say - "a sort of humble
approach". I guess this is where my bias comes in. I believe
that a sense of humility is central to good counseling. I
didn't know if you were seeing it as a good thing or a bad
thing.
Paul: Well, I accept it so I guess I see it as good. The therapist
not only should have a handle on his own process to keep it
out of the client's way but also has a responsibility to know
the bounds of one's own ego. I like strokes and I like to
be good at what I do. Sometimes a client - well - being in
therapy is a new experience for most people and they like to
make sure they're "doing it right". So if a client starts
to throw stuff back at me that sounds startingly familiar
its easy to be seduced. Its too easy to say "Hey - he must
be feeling better, because he said "I'm getting a real grip
on things". When, in fact, the client has picked up that
that's what I want to hear. So I have to make sure I don't
need to hear it and to make it not so important. By keeping
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a humble orientation, this is easy. Of course, looking at
where some of my clients ended up I have every right to be
humble.
Laughter
Ed. I agree a sense of humility can be helpful in many ways. It
throws a lot of responsibility back on the client to get their
own head together. It's like saying - I’m no miracle worker.
Many people in our society want easy answers and it gets down
to the harsh statement that one has to do it one's self. A
therapist or friend or whatever can offer assistance, technical
or otherwise, but the responsibility belongs to the client
and to usurp that deprives the client of something rightfully
his
.
Ed: We've talked, in these sessions, about some of the influences
that have affected your mode of helping people. I'm wonder-
ing if we might talk about actual counseling style. You've
said you've found stuff in Glasser's work that you like and that
Rogers makes sense, these are fairly contrasting approaches.
Paul: I try to assess where a client is at. What has he come to
me for? This is where my electic approach comes from. I
can only work from the material offered in the session. I
must then decide - what is the best avenue in. I've used
Glasser's stuff a lot with adolescents. I feel adolescents
are growing at such a rapid pace that, to them reality is a
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shaky concept. If I can say to a kid - "alright forget all
this expletive deleted about the teacher
not liking you - what can you do to assure me you won't get
bounced from school again?" That implies some degree of con-
trol of the environment is up to him. It says that I believe
he has some potential. I have no real understanding of his
relationship with the teacher - for all I know the teacher
could have it out for him. Its up to him to figure out how
to deal with the situation and I believe he can do it. I've
turned kids around in shcool by simply acknowledging the
reality that they're on the wrong^of a power relationship.
Once the reality of the situation dawns on them - they're
smart enough to devise effective coping strategies. This is
one sort of issue. With something more esoteric like - well -
a client of mine now thinks he's falling out of love with his
wife. It would be useless to say "No one but you knows". That
would only increase his frustration at his uncertainty. My
approach is to find out what brought the issue to the surface
at this time and look for significance there. If he didn't
identify anything I reflected back as important I would address
his need for love (or lack of it) as a sort of goal-directed
behavior and see what was the reward in it for him. I feel a
reality therapy type of approach wouldn't work so I'd try to
keep it in the here and now.
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Ed: You mean a sort of gestalt approach.
Paul. Yes, and like I said I'd feed this material back at him like
a good Rogerian and then look at the reward angle which
springs from Adler's Individual Psychology.
Ed: So you're saying you'd fit the approach to the client.
Paul: Right - I don't think I should try everything at once or
anything like that but I feel I have picked up a lot of use-
ful techniques and if I feel a client can benefit from my
knowledge - hell, that's why I've worked as hard as I have
to get this experience.
Ed: Your style shows through very clear to me, Paul, and I wonder
about its basis in your working philosophy?
Paul: I see the clinical patient as a client and I see the therapist
as a consultant. This sort of relationship sets the tone for
my philosophy. Someone comes to me for something. They may
be able to verbalize it, they may not. If not, it's up to me
to help uncover it and then set about answering it. If I
feel there's more to be dealt with, its up to me to bring it
up. Then its up to the client to agree or disagree. I, then,
must have the faith of a consultant that the client knows best.
Sometimes its hard for me but I've found that a person cannot
be moved - he can only move himself.
On a broader perspective - a lot of the people I see have
similar types of problems. For me. Personally, I feel a need
for a mega-counsel ing stance. I feel good as a therapist,
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but its not enough for me to work reactively. In order to
short-circuit a system that continually puts these people
at my door I have to be working pro-actively. Whether it
be working on getting a piece of legislation passed, giving
parent-training workshops or training counselors, I need to
feel a certain social potency.
Ed: That's certainly more than reflective, isn't it?
Paul: Yes, it is. It took me a while to get used to it. It took
even longer to get confident with it . And now with your
support and that of the rest of the committee I can stand up
and say, "It works!".
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Chapter three Concept and Congruence
Between the conception
And the creation
Between the emotion
And the response
Falls the shadow
Life is very Long
T.S. Eliot
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I am working, presently, on pulling a lot of stuff
together I have come to view myself as eclectic.
With what I feel is considerable clinical and academic
experience, I see the respective value of many approaches
to the human dilemma. As a person, I am not a constant.
I am continually growing, working, reading, and thus am
constantly integrating new learnings. This is an ongoing
process that will continue as far into the future as I can see
"I have wrestled with this stuff so that I can come up
with. . .
.
something that will be a real statement of my process
While I do not see myself as a constant, I do recognize the
need to have definite ideas of what I want to do with a client
once she/he has stated the relevant issues. This is not to
say that the experience is pre-programmed but is an attempt
at keeping a vigorous professional self-standard. I believe
this sort of self-knowledge is central to my work and is
important for any counselor/therapist
.
"Once I stopped trying to be Carl Rogers I found out
that I was a fairly good Rogerian." In many works that I
have read, psychologists have tried to legitimize their
theories or viewpoint by attacking themselves to a branch
of someone else's tree. Besides for inhibiting individual
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creativity, this can also lead to skewed power relation-
ships that can stunt the growth of the actual material.
One has only to look to the semi-tragic Freud-Jung, Adler-
Dreikurs episodes to observe the waste of precious resources
(time and effort) deciding who was "gospel" and who wasn't.
It seems to me that we don't need to be disciples of any of
the world's famous psychothearapists
. We need the wisdom to
read into their work, understand its context and adopt, adapt
or amend their strategies to fit the context in which we work.
"To pretend one has buried all the pre-conceived notions
that have accumulated over 20 to 30 years of societal and
cultural conditioning is, at best, unrealistic." We are,
to a great extent, the sum of our days. To learn this,
to learn from this is essential to a good counselor. As
these experiences affect our personal lives, many of these
autobiographical experiences influence the style of the
terapist. To be unaware of this material is to risk its
interference in the client's process. Thus, with the know-
ledge of these influences the genuine councelor is idio-
sycratic in his/her approach.
"I have found Bill Glasser's stuff very helpful."
This is indicative of the more pragmatic side of my counseling
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style. As I hold specific goals for myself, I hold them out
for my client. They can either be accepted or rejected.
They can either be behavioral or attitudinal. But they
must exist for me so I can apply my knowledge and skills
to the most direct therapeutic intervention. And they must
exist for the client so that he/she accepts the role of
active participant not that of someone waiting to be analyzed.
If the client is sure this is what he/she needs I will refer.
"The sum total of my counseling experience as well as
commonsense tells me that a client-centered methodology is
most apt to work." The personal needs of the client serves
as the starting pojnt of my work. It is to the client's end
that the process should be directed. Too often therapists
display a parental attitude of knowing what is best for the
client. I find it damn hard to know what is best for myself.
I can and (in the name of genuineness) should offer this as an
example of a process. But growth in a client occurs when
he/she decides where to go or what to do. It is toward this
movent we must work.
"What I feel that I carry (from my upbringing) is my
sense of right and wrong which ties very much into the social
awareness I developed." To paraphrase and amend an old saying,
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one should make sure they're not part of the problem if they're
trying to be part of the solution. I see sensitivity to the
rights of the individual as central to my work. Society as a
whole can and has been and continues to be an oppressive
institution. Consciousness-raising activities are essential
to a good couselor. We have seen psychological theory and human
relations techniques used in psychological warfare, opinion
formation and creating false needs. In a sense, the good coun-
selor could become and I believe should become the conscience
of society.
"I try to point out the strength the client has shown
just by deciding to talk to someone and then actively seeking
me out". One thing I learned in the Marines is that when I
felt I was about to drop dead, I always had just a little life
left in me. I believe in the client. On a full day of coun-
selling activity I try to remind myself to try to see the
courage it takes my client's to confront their pain not so
much the pain itself. If the client is going to pull himself
out of the pits, he's got to accept it as feasible. This is
useful not only for the current problems but is fundamental
in developing confidence in his/her native resources for
coping with future issues that could arise when our relation-
ship may be terminated.
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"My belief (in the natural healing capacities of people)
comes from my basic respect for other people and a fairly
humble orientation towards myself." To be sensitive to the
rights of the individual one must respect them. The aspect
of humility I refer to is related to the notion that my
worth as a counselor comes from the sum total of my experi-
ences and not from just my professional history. Thus,
any client I'm working with has had a lifetime of experiences
on which to draw. I must be ready to learn from the client
as the client has knowledge that I cannot possess. This is
one of the great challenges of the counselling experience.
"I have no book of answers." I view a certain openness
and tentativeness as the part of the counselor as useful.
This not only displays my humanness to the client but keeps
me open to learning from the client. The more I can hear
the client and learn to see and smell and touch his/her world,
the easier it is going to be for me to target those resources
within the client that are apt to be most useful in the heal-
ing process. For me, the definition of a professional
counselor is one who has achieved a comfortable synthesis of
clinical technique and self-knowledge with a profound
acceptance of the client's experience and potential growth.
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The therapist should have a handle on his own process....
and know the bounds of his own ego.” The self-knowledge of
the counselor is essential. The counselling experience is
designed for the client. Self-revelation on the part of the
counselor is helpful in establishing the relationship and
in the display of genuineness. But it is the counselor's
responsibility to keep any of his/her material out of the
client's way. The client is involved in a struggle unlike
any other yet experienced. It is unfair for the counselor
to cloud the issue or to make a difficult process any more
confusing.
"I see the therapist as a consultant." After years of
academic toil in the pursuit of professional expertise it is
sometimes hard to remember that the therapist is acting at
the client's direction. The most significant therapeautic
movement will take place only when it meets the client's
direct needs. The counselor can lay the groundwork for
future movement. The counselor can suggest alternative
strategies of coping with a difficult situation or offer
specific suggestions for behaviorial charge. The counselor
can be an advisor/teacher/supporter but the ultimate decision-
making should and must remain with the client. If the counselor
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usurps this essential right of the client, how is the client
to learn what his/her rights are, when to assert them and how
to use them to his/her best advantage.
"I feel the need for a mega-counseling stance." This is
a statement concerning my maturity as a counselor. As I become
more comfortable with my response to what happens in the session
itself, I start to see beyond the immediate issue. I sometimes
feel tired when, with a new client, I find myself back at the
initial phase of self-inventory when societal or family attitudes
have provided the atmosphere for the development of the problem.
In order to keep myself "charged up" I have to feel I'm work-
ing on the larger issues. This is good for all my clients
individually because I am dealing with my frustration and not
letting it interfere with their counselling. It's good for
me because it allows me to feel that I'm not just feeding off
of people's troubles but doing something to stop them from
happening. I believe we need to look at the client's problem
from the broadest possible perspective. In a sense, the
counselor must transcend all theories and all techniques to
pick up on the common thread of the individual and
group
experience that not only supplies the common root of
personal
disorder but offers the greatest potential for
understanding
our common human endeavor.

